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A Study o f Professional Development at Three, Midwestern, Urban, Public, Elementary 
Schools with Increased Student Achievement in Reading
Abstract
This study investigated principals’ and teachers’ perceptions about professional 
development and conditions for change. Specifically, the following research questions 
were answered: 1) How do principals describe professional development at their 
schools? 2) What professional development experiences did teachers report as having an 
effect on their teaching practice? and 3) What common factors or conditions did teachers 
at the three schools report as influencing whether they change their classroom practices 
after participating in professional development initiatives?
Data collection incorporated both qualitative and quantitative methodologies 
using principal interviews and teacher surveys. Simple descriptive statistics were used to 
analyze and describe professional development type and effect, impetus and effect, 
monitoring type and effect, follow-up type and effect, and student achievement 
examination and effect.
A four-step process was used to compile, classify and analyze qualitative data. Six 
overarching themes emerged that described principals’ perceptions o f professional 
development and five conditions for change were identified from teachers’ responses.
xix
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1CHAPTER I 
Introduction
How can it be that so much school reform has taken place over the last century and yet so
little has changed? (Cuban, 1988, p. 341).
Justification of the Study 
The artist transfers color and form to canvas and creates an image that reflects 
what has been learned vicariously and through formal schooling. The builder transfers 
materials and learned skills to create a building that originally was envisioned through the 
architect's blueprint. The information highway was built upon a foundation of transferred 
electronic wizardry that has conveyed knowledge to all parts of our world. The 
ophthalmologist is able to replace a lens damaged by cataracts with a synthetic lens 
because research results were transferred. Even the story that the dancer portrays through 
movement is a product of transfer .We have come to expect transfer— "the carry over or 
generalization of learned response from one situation to another" (Merriam-Webster,
1980, p. 1231)— as an essential process for changing and improving our world.
The call for change in education has been widespread. Since the late 1980s, 
Americans have "investigated and bemoaned the quality, the structure, and the purposes 
of their schools" (McLaughlin & Shepard with O'Day, 1995, p. xi). Schools must 
improve what is taught, how it is taught, the degree to which students learn what is 
taught, and the structures needed to support learning among staffs and students (Finn & 
Walberg, 1994; Lane & Epps, 1992). Fullan and Stieglebauer linked reform initiatives to 
desired improvements by stating that, “ the purpose of educational reform is to help
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
schools accomplish their goals more effectively by replacing some structures, programs, 
and/or practices with better ones"(1991, p. 15). The conditions for effective professional 
development have great implications for educational leaders who seek successful 
educational reforms.
Major school reform initiatives in the United States are concerned with improving 
the quality of education available to students throughout the country (Finn & Walberg, 
1994; Lane & Epps, 1992). The proposed building blocks for improvement are high 
standards for student learning, high standards for teaching, high-quality preparation and 
professional development, aggressive recruitment of able teachers, rewards for teacher 
knowledge and skill, and schools organized for student and teacher learning (National 
Commission on Teaching and America's Future, 1996). School reform efforts that focus 
on increasing student achievement reflect the idea that the quality of student learning is 
connected to the quality of teaching (Hansel, Huie, & Martinez, 2002). The National 
Commission on Teaching and America's Future captures the crucial nature of this idea by 
stating that "teaching quality will make the critical difference not only to the futures of 
individual children but to America's future as well" (1996, p. 6). Indeed, what our 
students learn today impacts whether they have the knowledge and skills to respond 
successfully to future demands.
Despite the sincerity of reformers’ intent, educational reform remains an elusive 
goal (Cuban, 1988; Finn & Walberg, 1994; Lane & Epps, 1992). Several studies of 
school reform searched for possible answers to why most reform efforts have not led to 
sustained change. Huberman and Miles (1984) examined 12 case studies of large-scale 
school innovations and found that the amount and quality of assistance provided to those
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
3implementing the reform related directly to success. The Rand Change Agent Study 
extensively examined projects that received federal funding and found that, in many 
instances, funding did not make a difference, although projects that met their objectives 
included "ongoing assistance, structures that promoted collegiality, concrete training and 
follow-through, and principal support and encouragement" (McLaughlin, 1991, p. 79). 
Fullan (1990) agreed that successful reforms target professional development as an 
important component of the change process. Professional development enables educators 
to acquire the knowledge and skills that could lead to desired changes, but will not lead to 
sustained change unless transferred to actual classroom practice. Promoting transfer is the 
crucial reason why educators need to learn about optimal conditions for professional 
development.
Although time has been devoted to professional growth, many leaders perceive 
that such efforts often do not lead to sustained change in classroom practice (Fullan & 
Stieglebauer, 1991). An informal survey of principals from eight school divisions in 
Virginia was conducted for a research consortium and confirmed the perception that often 
training efforts do not transfer to classroom practice (Moye, 1997b). When asked whether 
they perceived that professional development activities altered teachers’ practices in the 
classroom, 48.9 % of the principals reported that training alters classroom practices 
approximately 50% of the time and 34% maintained transfer takes place 25% of the time. 
Because this survey lacked generalizability, one would not generalize to principals across 
the United States; however, this survey offered insight on the issue of conditions of 
professional development and led to this research. If professional development is critical
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
4to reforms that focus on increasing student achievement, then the issue of professional 
development clearly is worthy of close scrutiny.
With a focus on implementing reforms that increase student achievement, since 
1997 Chicago Public Schools (CPS), the third largest district in the United States, 
invested more than forty million dollars a year in professional development (KPMG Peat 
Marwick , 1997)— approximately $1,800 per teacher. The status of professional 
development in CPS was well defined in a KPMG Peat Marwick study (1997), which 
examined a number of factors: the amount of money spent on professional development, 
the number of hours and the content of professional development, whether delivery was 
at the district or school level, the characteristics of those who participated in professional 
development, and the satisfaction of teachers relative to professional development 
opportunities. However, the KPMG study did not examine several other factors: how 
principals described professional development in schools with increased student 
achievement, those professional development experiences that teachers identified as 
having an effect on their teaching practice, and perceptions about common professional 
development factors or conditions that influence change in classroom practices.
The study presented in this dissertation extended the information contained in the 
KPMG Peat Marwick analysis. The study asked teachers and principals at three 
Midwestern urban, public, elementary schools that showed increases in student reading 
achievement from 1995 to 1999 to share their perceptions of professional development. 
The study identified how principals in these schools describe professional development, 
those professional development experiences that teachers identified as having an effect 
on their teaching practice, and perceptions about common professional development
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
5factors or conditions that influence changed classroom practices. Professional 
development is not about training but about improving performance.
Professional development initiatives in this large Midwestern, urban public 
district since 1997 have been based on the premise that improvement of student learning 
is linked to improvement in the quality of what is taught and how it is taught (KPMG 
Peat Marwick, 1997). Although student achievement has increased in some schools, little 
is known about the nature of professional development and other conditions that may 
impact change in classroom practice. Gathering additional data is warranted by a number 
of questions: Which schools increased student achievement in reading since 1995? What 
professional development initiatives and practices pertaining to reading or language arts 
or to the improvement of teaching and learning were implemented in schools with 
increased student achievement? Which professional development experiences do 
teachers identify as having an effect on their teaching practice? What common factors or 
conditions do teachers report as influencing whether they change their classroom 
practices? Exploring these questions may provide insight about how to foster conditions 
necessary for professional development that influences transfer.
Theoretical Basis for the Study 
Several key themes emerged from a review of the literature and served as the 
bases for identifying professional development experiences in schools with increased 
student achievement and teacher and principal perceptions about conditions necessary for 
professional development. One key theme is that linking professional growth and school 
reform has redefined staff development (Bellanca, 1995; Caldwell, 1989; Hirsh, 2001; 
National Staff Development Council, 2001; Sparks & Hirsh, 1997; Willis, 2002). Those
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
6districts and schools that recognize the important role that staff development "plays in 
promoting and sustaining reform efforts have moved into the more productive arena of 
professional development" (Bellanca, 1995, p. 5). The distinction between professional 
and staff development represents a philosophical shift from the view that staff 
development mainly consists of "those processes that improve the job-related knowledge, 
skills, or attitudes of school employees" (Sparks & Loucks-Horsley, 1990, p. 5). Bellanca 
suggested that professional development reflects a more systemic viewpoint and is seen 
as "a planned, comprehensive, and systemic program designed by the system to improve 
all school personnel's ability to design, implement, and assess productive change in each 
individual and the school organization" (1995, p. 6). The pivotal difference between staff 
development and professional development reflects "(a) who makes the continuing 
education decisions, (b) how decisions align with the district's agenda for constructive 
change, (c) responsibility and accountability issues, and (d) the notion of learning for 
change" (Bellanca, 1995, p. 9). Professional development speaks to the need to involve 
all stakeholders in the decision-making process, to focus on providing professional 
experiences that reflect changes necessary to increase student learning, and to hold staff 
members accountable for the continued development of varied expertise. Promoting and 
sustaining change— the crux of professional development—  is a key assumption of this 
study.
Four other themes about a new vision for professional development are found in 
the literature. These themes provided a foundation for designating and elaborating on a 
conceptual framework of five conditions for transfer of professional development to
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
7classroom practice that guided research reflections (Figure 1). First, a predominant 
theme was that the success of professional development should be judged according to 
whether it leads to increased student achievement (Hirsh, 2001; National Staff 
Development Council, 2001; Schmoker, 1996, 2002; Sparks, 1994; Sparks & Hirsh,
1997). This implies that, for the transfer of professional developm ent to practice, content 
should lead to improved or continuing student achievement (Birman, Desimone, Porter,
& Garet, 2000; Dicembre, 2002; Garet, Porter, Desimone, Birman, & Suk Yoon, 2001; 
Guskey, 1985; Guskey & Sparks, 1996; Hirsh, 2001; Joyce & Showers, 1995; Lieberman 
& Miller, 1991; McLaughlin, 1991; National Staff Development Council, 2001; Showers, 
Joyce, & Bennett, 1987).
A second theme reflected in the literature was that professional development must 
reverberate an understanding of "the teacher as learner, leader, and colleague"
(Lieberman & Miller, 1991, p. vii; see also Sergiovanni, 1992) in shaping a learning 
community that reflects growth from practice. This theme communicated how teachers' 
self-efficacy shapes and is shaped by how they instruct students (Bandura, 1997;
Goddard, Hoy, & Wollfolk, 2000; Guskey, 1985, 1994; Lieberman & Miller, 1991; 
McLaughlin, 1991; Showers, Joyce, & Bennett, 1987; Tschannen-M oran, A. W. Hoy, & 
W. K. Hoy, 1998; Tschannen-Moran, W. K. Hoy, & A. W. Hoy, 2001). Moreover, 
teachers' instructional practices are influenced not only by knowledge received through 
professional development initiatives but also by how the school's culture supports their 
attempts to engage in new practices. Many authors and researchers suggested that teacher 
efficacy and school culture impact whether professional development experiences lead to 
sustained change in classroom practices (Deal & Peterson, 1999; DuFour, 2001;
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1990, 1992; Little, 1982; McLaughlin, 1991; Saphier & King, 1985; Wood, 1989).
Sparks (1994) suggested that the current emphasis on constructivism has 
promoted a third theme for defining professional development. This theme provides a 
basis for effective training and follow-up (Glass, 1992; Gordon, Nolan, & Forlenza, 1995; 
Joyce & Showers, 1980, 1983, 1995; Killion & Harrison, 1988; Landrum, 1990;
Licklider, 1995; Showers, Joyce, & Bennett, 1987; Sparks, 1986). Constructivism was 
represented as
a theory about knowledge and learning...[that] defines knowledge as temporary, 
developmental, socially and culturally mediated, and thus, non-objective.
Learning from this perspective is understood as a self-regulated process of 
resolving inner cognitive conflicts that often become apparent through concrete 
experience, collaborative discourse, and reflection. (Brooks & Brooks, 1993, p. 
vii)
Perkins (1999) acknowledged three distinct learner roles— active, social, and 
creative— in constructivism that are essential to effective professional development. In 
effective professional development, participants construct meaning as they learn through 
simulated practice to apply theory and research to utilize various content and strategies. 
Moreover, participants reflect on adaptations that might be necessary in their classrooms 
and schools and focus their attention on how they might adapt what is learned to 
classroom practice. Then, coaching or follow-up provides support and feedback for 
participants' attempts to use in their classrooms what they learned in professional 
development experiences.
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9Systems thinking, which recognized the complex and dynamic relationship among 
organizational components, is a fourth theme to emerge from the literature about 
effective professional development (Bellanca, 1995; Sparks, 1994). In The Fifth 
Discipline, Senge (1990) called for leadership that promotes the concept of a learning 
organization. In Senge's view, learning organizations are those that continually enhance 
their capacity to create through learning. Senge maintained that "the organizations that 
will truly excel in the future will be the organizations that discover how to tap people's 
commitment and capacity to learn at all levels" (1990, p. 4). Senge proposed that leaders 
nurture learning organizations through a commitment to five disciplines or practices: 
personal mastery, mental models, building shared vision, team learning, and systems 
thinking.
Each of the five disciplines that Senge defined is important to the overall 
effectiveness of an organization. Personal mastery is the discipline of defining and 
deepening individuals' personal vision, focusing their energy, and developing their 
capacity for tolerance and seeing reality. Personal mastery is the cornerstone of all 
learning because the organization's learning depends on its members' predisposition for 
learning. The mental models discipline requires an organization's members to examine 
the assumptions or generalizations that influence how they do business. Building shared 
vision involves the delineation of a vision that provides the guiding framework for all 
organizational efforts. Team learning builds on personal mastery because members of the 
organization integrate their personal growth efforts to foster organizational growth 
toward the shared vision. Systems thinking is described by Senge as "a framework for 
seeing inter-relationships rather than things, for seeing patterns of change rather than
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static ’snapshops’” (1990, p. 69). Senge maintained that systems thinking reduces
fragmentation and unites all organizational practices.
The idea of systemic thinking has been tied to educational reform efforts and to
the concept of professional, as opposed to staff, development. In an effort to encourage
national and state curriculum and assessment reforms, Jennifer O'Day and Marshall
Smith discovered the importance of coordinated and coherent efforts and are credited
with creating and popularizing the phrase "systemic reform" (Vinovskis, 1996). Although
much of their work focused on how national and state agencies could work with localities
to support their reform efforts, O'Day and Smith maintained that coordinated and
coherent reforms at the level of the individual school were most important and reinforced
the idea that the most successful reforms were those that focused on changing the overall
school culture rather than those that created piecemeal reforms.
Systems thinking is implied in the concept of professional development and
questions teachers’ and principals’ perceptions about professional development
conditions that lead to change in classroom practices. Systems thinking reflects the vision
that effective professional development encompasses more than just a day of training— it
embodies a school culture that is focused on student achievement and on providing
support to all adult and student learners in that school. As Senge maintained:
The systems perspective tells us that we must look beyond individual mistakes or 
bad luck to understand important problems. We must look beyond personalities 
and events. We must look into the underlying structures which shape individual 
actions and create the conditions where types of events become likely. (1990, 
p.42^4-3)
The five themes served as the basis for this study of professional development at 
three large, Midwestern, urban, public, elementary schools with increased student
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achievement in reading. This study is an initial step for refining an existing conceptual 
framework that identifies and more fully defines the role that professional development 
has in increasing student achievement. This framework outlined five conditions for 
transfer of professional development to classroom practice: 1) link to student 
achievement, 2) teachers’ sense of efficacy, 3) strong, positive school culture, 4) elements 
of effective training, and 5) coaching or follow-up (Figure 1).
Strong, 
Positive 
School Culture
Teacher’s 
Sense of 
Efficacy
Link to 
Student 
Achievement
Elements of 
Effective 
Training
Coaching
or
Follow-up
Figure 1. Conditions that support the transfer of training to classroom practice (Moye, 
1997).
Statement of the Problem 
It is not enough to target professional development as a strategy for reform. 
Leaders who are serious about educational reforms must take into account the nature of
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teachers as professionals. As indicated previously, all too often professional development 
does not target explicitly student achievement issues and may not change teachers’ 
classroom practices. The problem, therefore, is for leaders to determine how to link 
professional development to student achievement and to identify and foster professional 
development conditions that will lead to change in classroom practice.
This study sought teacher and principal perceptions about professional 
development practices that lead to change in classroom practices. The basis for 
examining professional development was inspired by a review of the literature, which 
then served as the basis for the identification and examination of three research questions. 
Specifically, the research seeks to respond to the following problem statements:
1. In three Midwestern, urban, public, elementary schools that have 
demonstrated increases in student achievement in reading since 1995, how do 
principals describe professional development at their schools?
2. In three Midwestern, urban, public, elementary schools identified as having 
increases in reading achievement, what professional development experiences 
did teachers report as having an effect on their teaching practice?
a. What do teachers report about the type of professional development 
initiative experienced and the effect on their classroom practice?
b. What do teachers report about the reason that they participated in 
professional development and the effect it had on their classroom practice?
c. What do teachers report about monitoring options and effects on their 
classroom practice?
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d. What do teachers report about follow-up options and effect on their 
classroom practices?
e. What do teachers report about plans to examine the impact of professional 
development initiatives on student achievement?
3. What common factors or conditions did teachers at the three schools report as 
influencing whether they changed their classroom practices after participating 
in professional development initiatives?
In order to answer these questions, the study identified three elementary schools 
in a large, Midwestern, urban, public school district that showed increases in student 
achievement in reading since 1995. The study described professional development 
practices, determined professional development experiences reported by teachers as 
influencing change in their classroom practices, and attempted to identify common 
professional development factors or conditions that teachers report as influencing change 
in classroom practices.
Definition of Terms
For the purposes of this study, certain terms and expressions required operational 
definitions. The following were used:
Achievement: demonstrated gains in the entire range of student learning goals. 
Most often they include indicators of student achievement, such as assessment results, 
portfolio evaluations, marks or grades, or scores from standardized examinations. 
However, they may also include measures of students' attitudes, study habits, school 
attendance, homework completion rates, or classroom behaviors. School wide indicators 
such as enrollment in advanced classes, memberships in honor societies, and participation
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in school-related activities might be considered as well. (Guskey & Sparks, 1996, p. 36) 
Change: to make different some particular classroom practice in order to improve 
time and behavior management, resources used for instruction, the content of instruction, 
the process of instruction, and/or assessment of student learning. The purpose of change 
or reform is "to help schools accomplish their goals more effectively by replacing some 
structures, programs, and/or practices with better ones" (Fullan & Steigelbauer, 1991, p. 
15). As Fullan emphasized, the pathway to change is not fixed: "Change is nonlinear, 
loaded with uncertainty, and sometimes perverse" (1993, p. 24).
Classroom practices: those practices that individuals who work in classrooms use 
for the purpose of planning, managing, and delivering instruction to students. Classroom 
practices include processes used to identify, select, and convey knowledge; manage 
behavior, time and resources; design and implement assessment; and other processes used 
for the purpose of delivering instruction to students. In summary, classroom practices are 
those that focus on learning and encompass "decision-making, content knowledge, 
pedagogical knowledge, and strategies" (Kauchak & Eggen, 1993, p. 14).
Coaching: considered to be "the provision o f on-site personal support and 
technical assistance for teachers" (Baker & Showers, 1984, p. 1). Specifically, coaching 
involves teaching peers who pair to engage in coaching cycles that include a 
pre-observation conference, classroom observation, and a post-observation conference.
Collegial: “with authority or power shared equally among colleagues.. .is 
characterized by mutual consideration and respect among colleagues (Webster’s New 
W orld College Dictionary, 1999, p. 287). It involves sharing information and engaging in 
discussion around professional issues.
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Elements of effective training: describes the use o f (a) presentation of theory or 
rationale, (b) demonstration or modeling of skill or concept, (c) practice of skill or 
concept under simulated conditions, and (d) feedback (Joyce & Showers, 1980; Showers, 
Joyce, & Bennett, 1987).
Elements o f effective professional development: professional development 
leading to change in classroom practice. Effective professional development reflects the 
application of context, process, and content as outlined in the elementary school edition 
of the Standards fo r  S ta ff Development (National Staff Development Council and 
National, 2001; see Appendix A).
Follow-up: a planned activity that is used to guide and support teacher attempts to 
implement strategies and practices introduced through training. Follow-up can be in the 
form of peer coaching, professional dialogue or discussion groups, observations with 
feedback, self-evaluation rubrics or checklists, and metacognitive reflections (Costa & 
Garmston, 1993; Garmston, 1987; Garmston, Linder, & Whitaker, 1993; Glatthom, 1987: 
Joyce & Showers, 1981; Joyce & Showers, 1995).
Monitoring: describes what is done to communicate to teachers or staff members 
the expectation that they will attempt to implement content and/or strategies learned 
through professional development. Monitoring also describes how it is determined that 
teachers or staff members attempted implementation. For purposes of this study, 
monitoring is differentiated from follow-up in that, for monitoring, the focus is to ensure 
that teachers are practicing strategies and not to improve the quality of implementation 
attempts.
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Professional development: "a planned, comprehensive, and systemic program 
designed by the system to improve all school personnel's ability to design, implement, 
and assess productive change in each individual and the school organization" (Bellanca, 
1995, p. 6).
School culture: “the organization of prescriptive behaviors around values that are 
central to the decisions and actions essential to the group's adaptive survival, satisfaction, 
and goal attainm ent" (Lane, 1992, p. 88). School culture is described using the twelve 
norms illustrated by Saphier and King: (a) collegiality, (b) experimentation, (c) high 
expectations, (d) trust and confidence, (e) tangible support, (0  reaching out to the 
knowledge bases, (g) appreciation and recognition, (h) caring, celebration, and humor, (i) 
involvement in decision-making, (j) protection of what is important, (k) traditions, and (1) 
honest, open communication (1985, p. 67).
Staff development: "those processes that improve the job-related knowledge, 
skills, or attitudes of school employees" (Sparks & Loucks-Horsley, 1990).
Strong positive school culture: a culture in which staff members clearly identify 
with the school's values and the values support norms that are good for children" (Gonder 
& Hymes, 1994, p. 32). For this study, norms that are good for children will be the twelve 
norms described by Saphier and King (1985). (See school culture definition.)
Systems thinking: recognizes the complex and dynamic relationship among 
organizational components and maintains that functions in one component of the 
organization impact functions of other components; thus, systems thinking maintains that 
change be viewed holistically (Senge, 1990). Senge (1990) described systems thinking as, 
"a framework for seeing inter-relationships rather than things, for seeing patterns of
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change rather than static ’snapshots’” (p. 69), and maintained that systems thinking 
reduces fragmentation and unites all organizational practices.
Teacher efficacy: "the extent to which the teacher believes he or she has the 
capacity to affect student performance" (Rand Corporation researchers, cited in Guskey, 
1994, p. 628).
Teacher classroom practices: those practices that teachers use for the purpose of 
planning, managing, and delivering instruction to students. Teacher practices include 
processes used to identify, select, and convey knowledge; manage behavior, time, and 
resources; design and implement assessment; and other processes for the purpose of 
delivering instruction to students. In summary, teacher practices involve those classroom 
practices that focus on learning and encompass, "decision-making, content knowledge, 
pedagogical knowledge, and strategies" (Kauchak & Eggen, 1993, p. 14).
Training: describes a situation in which a person who is thought to have expertise 
or knowledge pertaining to a particular topic instructs others on certain aspects of his or 
her expertise or knowledge so that they too may gain expertise. In essence, the act of 
training is "to teach so as to make fit, qualified, or proficient" (Merriam-Webster, 1980, 
p. 1229).
Transfer: "the ability to learn in one situation and then to use the learning in other 
situations where it is appropriate: linking an old learning to the new" (Hunter, cited in 
Fogarty, 1989, p. 19). Evidence of transfer or change may be provided through classroom 
observation, teacher lesson plans, student work, instructional materials, resources, and 
other artifacts.
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Limitations and Delimitations of the Study
Limitations
This exploratory study of professional development has several limitations, which 
should be considered in the findings of the study.
First, the study included a sample of three, Midwestern, urban, public, elementary 
schools. Therefore, the generalizability of this study to other school populations in other 
states and in other settings must be considered. It is important to place the findings in the 
context of those descriptive characteristics of the studied population.
A second limitation of the study was that teachers were asked to recall 8 to 10 
professional development experiences that occurred over a four-year period. Their 
recollections may be influenced by a variety of factors such as peer influence and 
emotional response to the experiences. It also is possible that teachers were more likely 
to identify only those experiences that either positively or negatively influenced change 
in their classroom practices. Thus, the researcher may not have in-depth, complete 
knowledge of professional development experiences that occurred at the three schools, 
nor teachers’ responses to these experiences. Still, it is important to know which 
professional development experiences teachers readily identified as those that influenced 
their classroom practices.
Third, this study identified and described principal and teacher perceptions about 
professional development and its impact on classroom practices. Data collection aimed at 
gathering data about transfer of professional development, while observation of actual 
transfer was not attempted.
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Fourth, teachers and principals may have had a more focused view of what 
constitutes professional development than is proposed in current literature about 
professional development. Thus, it is possible that teachers and principals did not report 
important professional development experiences because those experiences did not fall 
into the realm of training or conferences. To counteract this limitation, the researcher 
presented five staff development models that are identified by Sparks and Loucks- 
Horsley (1990).
A fifth limitation was the researcher's bias. Because the researcher is a 
professional development facilitator and has invested much time and effort in developing 
a conceptual framework that outlines five conditions for change, the researcher may have 
been more inclined to "see" that the patterns and themes that emerged from the 
interpretative analysis corresponded with this conceptual framework.
A sixth limitation might be that participants were not inclined to give sincere 
replies to surveys, questionnaires, and interview questions. It also should be noted that 
the researcher's presence at the school site might have influenced participants' responses. 
To counteract this limitation, a meeting was held with the staffs at each school during 
which the nature and purpose of the study was discussed and questions or concerns were 
addressed. Participants were informed both orally and in written form that data results 
were reported anonymously.
Finally, the study did not describe the content, strategies, or procedures used 
within each of the professional development initiatives attended by teachers at the three 
schools. It only described type of initiative, reason for participation, monitoring type,
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follow-up type and plan to examine student achievement for professional development 
initiatives listed by teachers at the three schools.
Delimitations
The study was delimited in several ways.
First, the study involved only three, Midwestern, urban, public, elementary 
schools. It did not include elementary schools from other states and settings nor did it 
explore the perceptions and practices in middle and high schools.
Second, this study described only those professional development experiences 
that teachers and principals identified. There may have been many other professional 
development experiences that occurred during the time period but were not identified.
Third, the study did not attempt to describe other variables that could lead to 
increased student achievement that are not related to professional development. It simply 
explained how principals described professional development in these schools, those 
professional development experiences that teachers identified as having an effect on their 
teaching practice, and perceptions about common professional development factors or 
conditions that influence whether there is change classroom practices.
Finally, the problem as to whether transfer actually did take place was not 
examined. Only perceptions about effect on classroom practice and student achievement 
were examined. It is envisioned that this initial research provides a profile of the schools 
that can be investigated further in future studies.
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CHAPTER II 
Review of the Literature
I f  teachers see a need — but sometimes it is my jo b  to help teachers see a need. S ta ff 
development evolves out o f  the school improvement plan. We plan next steps — they flow  
out o f  the plan. We match professional development and need — I insist on going back to 
the research. (Ms. Beverly, Principal o f Cleary Elementary)
This chapter includes a review of the literature related to professional 
development. Because this research also documents teachers’ perceptions about whether 
professional development initiatives led to change in classroom practice, it is necessary to 
review literature about the nature of transfer. Thus, this review includes an examination 
of existing literature and research pertaining to the nature of transfer, theories o f adult 
learning, aspects of effective professional development, teacher efficacy, school culture, 
and the principal as instructional leader. Specifically, the research answers the following 
problem statements:
1. In three Midwestern, urban, public, elementary schools that have demonstrated 
increases in student achievement in reading since 1995, how do principals 
describe professional development at their schools?
2. In three M idwestern, urban, public, elementary schools identified as having 
increases in reading achievement, what professional development experiences did 
teachers report as having an effect on their teaching practice?
a. What do teachers report about the type of professional development initiative 
experienced and the effect on their classroom practice?
b. What do teachers report about the reason that they participated in professional 
development and the effect it had on their classroom practice?
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c. What do teachers report about monitoring options and effects on their 
classroom practice?
d. What do teachers report about follow-up options and effect on their classroom 
practices?
e. What do teachers report about plans to examine the impact of professional 
development initiatives on student achievement?
3. What common factors or conditions did teachers at the three schools report as 
influencing whether they changed their classroom practices after participating in 
professional development initiatives?
The Nature of Transfer 
As indicated earlier, the dictionary defines transfer as "the carry over or 
generalization of learned response from one situation to another" (Merriam-Webster, 
1980, p. 1231). This construct can be applied in many different settings. Educators and 
psychologists have attempted to better understand the concept of transfer in the learning 
process. The term transfer was first coined by Edward Thom dike. In describing 
Thorndike's contribution, Tyler (1986-1987) stated, "Thomdike maintained that there 
must be identical elements in what was encountered outside of school in order for 
students to apply what they were taught. He referred to this as transfer of training" (p.
36).
Since Thomdike, other educators and psychologists have used the terminology 
"transfer o f learning" in addition to "transfer of training" (Beyer, 1987; Hunter, 1973; 
Perkins, 1988). Hunter (1973) described transfer as the ability to learn in one situation 
and then to use the learning in other appropriate situations— thus linking previous
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learning to new learning. Joyce, Weil, and Showers (1992) expanded on Hunter's 
description by defining transfer as the effect of learning one kind of material or skill on 
the ability to learn something new" (p. 386). Transfer also may be referred to as 
application, use, generalization, extrapolation, and elaboration (Beyer, 1987; Perkins, 
1986; Stemberg, 1984).
Transfer often is defined further through the use of dichotomous terms. Wittrock 
(1967) used the terms near and remote transfer. Near transfer was application within the 
same concept and remote transfer was application to new concepts.
Hunter (1973) found that transfer could be positive or negative. In positive 
transfer, old learning supported the acquisition of new learning; in negative transfer, old 
learning impeded new learning. Hunter elaborated on the concept of transfer by outlining 
four factors that promoted transfer: (a) similarity, (b) labeled association, (c) degree of 
original learning, and (d) critical attributes, which differentiated one thing from another. 
Similarity encompassed similarity in the environment, the learner's feelings, or mode of 
attack. Labeled association referred to the bonding that takes place when events, feelings, 
or actions have occurred at the same time. Original learning has to do with how much 
new learning must take place in order for transfer to occur. Critical attributes 
differentiated one thing from another. Hunter maintained that all four factors were 
equally important and worked together to bring about transfer.
Perkins (1986) also used dichotomous terms to describe the settings in which 
transfer takes place. Low road transfer applies a skill in a similar setting to the one in 
which it was learned, whereas high road transfer applies a skill in a very different setting 
from the setting in which it was learned.
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Beyer (1987) borrowed Perkins' terminology— low road and high road transfer.
He suggested that explicit cues could signal the appropriateness of transferring a strategy 
or skill to a new situation because transfer not only involves applying what is learned in 
different contexts, but also being able to describe why the application was appropriate or 
inappropriate for specific contexts.
In a similar manner, Sternberg (1984) described transfer using two specific 
terms— spontaneous and guided transfer. He maintained that spontaneous transfer is 
when learning can be transferred automatically with little or no adjustments. On the other 
hand, guided transfer was necessary when the transfer of learning required additional 
strategies in order to be used in a new situation.
Joyce, Weil, and Showers (1992) focused on the role of transfer o f training to 
change in classroom practice. They described two kinds of transfer to classroom practice: 
horizontal and vertical. Horizontal transfer occurs when a teacher uses a newly learned 
strategy in his or her classroom the same way that it was taught in training. Vertical 
transfer requires a person to make significant adjustments in applying the new learning to 
his or her particular situation. Vertical transfer is more likely when the context of training 
and classroom situation differ significantly; when a given skill differs from one's existing 
repertoire and cannot be integrated easily; and when additional learning or understanding 
is needed to assume executive control training. Joyce, Weil, and Showers maintain that in 
order to master a new teaching skill, a teacher needs to develop proficiency in the skill 
and attain executive control over the skill. Executive control takes place when a teacher 
understands the purpose and rationale of a skill and knows how to adapt the skill to 
varied content, particular students, and other instructional strategies. In other words, a
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teacher has acquired executive control over a skill when he or she is able to use the skill 
appropriately, apply it with ease, and adapt it to his or her students and classroom setting.
As maintained by Joyce and Showers, "the positive, cumulative transfer of 
learned teaching skills and strategies to classroom practice is enormously complex.
Newly acquired skills must be integrated into an existing repertoire of skills and 
knowledge" (1981, p. 167). In order to achieve executive control, teachers must 
understand the purpose and rationale of the skill, adjust the skill to students, apply the 
skill to subject matter, modify or develop instructional materials, organize students, and 
integrate the skill with other instructional strategies (Joyce, Weil, & Showers, 1992). 
Marini and Genereux (Prawat & Pea, cited in Marini & Genereux,1995) augmented our 
understanding o f the complexity o f transfer by stating that transfer is dependent on the 
learner's ability to readily access required resources, the learner's ability to recognize 
appropriate transfer situations, and the learner's motivation to take advantage of transfer 
opportunities. These authors also noted that, "the requirements of any transfer task 
include content/conceptual knowledge, procedural/strategic knowledge, and appropriate 
dispositions" (p. 3). Certainly, the nature of transfer affects the ease with which a teacher 
masters these requirements and achieves executive control of a new skill.
The important difference between horizontal and vertical transfer is the amount of 
learning and adjustment that must take place in order for a teacher to use a new skill with 
ease in the classroom. If the use o f a new skill requires little disruption of existing 
classroom patterns and there is little need for additional learning or adjustment, then 
executive control is relatively easy. Such would be the case for horizontal transfer. But, if 
the use of a new skill in the classroom differs greatly from the context in which it was
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taught and requires the teacher to engage in additional learning and to make numerous 
adjustments, then executive control is more difficult. In this case, the teacher must 
vertically transfer what has been learned to classroom practice. Executive control is more 
difficult to achieve when vertical transfer must take place.
An additional consideration is what Bereiter (1995) referred to as "situated 
cognition" (Brown, Collins, & Duguid, cited on p. 28). This view is based on 
investigations of people learning in real-life situations and proposes that “people leam by 
entering, ongoing 'communities o f practice’” (p. 29). In other words, learning or transfer 
does not take place naturally in formal settings. The real learning that teachers must 
experience does not take place at the training site; transfer occurs only within a "natural 
setting"— the teachers' classrooms (Bereiter, 1995; Guskey, 1985).
Teachers teach in a world that is characterized by diversity. Thus, it is unlikely 
that most professional development training can be horizontally transferred to classroom 
practice. In most instances, teachers must adjust new strategies to meet the needs of the 
students in their school community, with the resources that they have, and with existing 
repertoire of strategies. Given the complex nature of most attempts to transfer training to 
classroom practice, leaders could more effectively support such attempts by identifying 
conditions that encourage transfer and by ascertaining the implications for leadership. As 
mentioned previously, this study explores the idea that the interaction o f five conditions 
fosters transfer to classroom practice.
School Reform and Effective Professional Development 
Change is multidimensional. Although many factors can impact the successful 
transfer of change, most efforts can be attributed primarily to two encompassing factors:
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the inappropriateness of the change being initiated and failure to consider the dynamic 
and complex nature of change (Fullan & Stieglebauer, 1991). Showers, Joyce, and 
Bennett (1987) advised educators to contemplate the complexity o f change in 
determining the elements of effective professional development. They warned that "to 
reach toward knowledge and interpret it for policymakers and educators" (p. 80), we must 
consider a number of variables at the same time: people, social context, training 
components, and degrees of implementation. That is, professional development that 
sustains transfer (i.e., effective professional development) depends on a number of 
conditions that interact with one another. When multiple variables are considered in the 
implementation of professional development, there is greater likelihood that transfer will 
take place.
Professional Development Content that Is Linked to Student Achievement
The focus of all professional interaction should be student learning (Joyce & 
Showers, 1995). Indeed, "student learning outcomes should provide the starting point for 
all school improvement and staff development efforts" (Guskey & Sparks, 1996). Since 
the mid-1990s, much research has been conducted to determine practices that encourage 
student achievement (Joyce & Showers, 1995; Joyce, Weil, & Showers, 1992). To 
summarize, if professional development content is to be linked to student achievement, 
the content should focus on child development, student diversity, research-based effective 
teaching strategies, curriculum study, studies of effective schools and teachers, classroom 
management, family involvement, student assessment, and guidance concerns (Joyce & 
Showers, 1995; National Staff Development Council 1995).
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To focus professional development on what research suggests as best practices for 
increasing student learning, it is important to identify those practices. Wang, Haertel, and 
Walberg (1993) conducted a meta-analysis of research on variables that impact school 
learning. Evidence was accumulated from 91 meta-analyses and 61 research experts. The 
research procedures included content analyses of the research studies, expert ratings, and 
meta-analyses. To conduct the meta-analysis, six theoretical constructs were identified 
and used to classify and study research: (a) state and district governance and 
organization, (b) home and community educational contexts, (c) school demographics, 
culture, climate, policies, and practices; (d) design and delivery of curriculum and 
instruction, (e) classroom practices; and (0 student characteristics. The studies were 
classified according to the constructs and the corresponding variables.
The meta-analysis conducted by Wang, Haertel, and Walberg, (1993) further 
delineated the most influential and least influential variables among the six constructs.
The five most influential variables were classroom management, metacognitive, 
cognitive, home environment, and teacher social interactions (Table 1). The five least 
influential variables were program demographics, school demographics, state and district 
policies, school policy and organization, and district demographics.
The research conducted by Wang, Haertel, and W alberg (1993) suggests that the 
content of professional development opportunities should focus on providing staffs with 
information and skills that provide the most impact on school learning. It seems that 
schools intent on increasing school learning should engage in professional development 
on classroom management, strategies for metacognition, improving students' cognitive
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abilities, influencing how significant persons at home work with students, and improving 
student and teacher social interactions.
Table 1
The Five M ost Influential Variables fo r  School Learning
Construct Variable
• Classroom practices • Classroom management
• Student characteristics • Metacognitive
• Student characteristics • Cognitive
• Home and community educational • Home environment
contexts
• Classroom practices • Student and teacher social interactions
Note. Based on ‘T ow ard  a Knowledge Base for School Learning,” by M. C. Wang, G. 
D. Haertel, and H. J. Walberg, 1993, Review o f  Educational Research, 63, pp. 249-294.
The Educational Research Service also has conducted research that can be used to 
inform schools about practices that improve student achievement. Under the auspices of 
the Educational Research Service, the Alliance for Curriculum Reform, and a panel of 
experts in assessment, curriculum, instruction, research, and professional development, 
Cawelti (1995) extended invitations to nine persons to prepare chapters on research-based 
best practices in their disciplines and asked one person to prepare a chapter on generic 
practices. Thus, research-based generic best practices were identified for the arts, foreign 
language, health education, language arts, oral communication, mathematics, physical 
education, science, and social studies. The results were an overview of specific best 
practices and citations to research findings, implications for the classroom, and references
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for each of the ten content areas. Although all ten areas are important, this study uses 
only the results of the generic best practices and the language arts content area best 
practices. This synthesis of research on best practices should guide the selection of 
professional development content (Sparks, 1995).
Walberg (1995) conducted the review of literature for generic practices that can 
be applied widely to any academic subject matter. He maintained that these generic best 
practices should be viewed as companions to the more specific strategies suggested for 
each of the nine content areas. Based on this review, Walberg maintained that the 
following practices are powerful promoters of student learning:
• "encourage parents to stimulate their children's intellectual development" (p. 9);
•  “make provisions for students to complete homework that is graded, commented 
upon, and discussed by their teachers" (p. 10);
•  “align time on task and have students actively focused on educational goals" (p. 
U );
• “provide direct teaching that exhibits key features and follows systematic steps"
(p. 12);
•  “show students the relationships between past learning and present learning" by
using advance organizers (p. 13);
• “teach learning strategies to delegate some control to students for the learning
goals and the monitoring of personal progress" (p. 14);
• “tutor or teach one student or a small number with the same abilities and
instructional needs" (p. 15);
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• incorporate step-by-step mastery learning, "in subject matter to be learned in a 
sequence" (p. 16);
•  incorporate cooperative learning in which, "students in small, self-instructing 
groups can support and increase each other's learning" (p. 17);
•  “employ adaptive education by using a variety o f instructional techniques to adapt 
lessons to individual students and small groups" (p. 18).
Squire (1995) provided the review of the literature on best practices for language 
arts. Twelve practices were identified that include the three major components of reading, 
writing, and oral language. Squire made clear that the literature related to the language 
arts advocates the interrelationships between many of the practices and found the 
following twelve best practices:
1. Provide opportunities for "extensive reading of material of many kinds, both in 
school and outside" (p. 72);
2. “Allow for learning in which children and young people are interactive" (p.
73);
3. “Extend readers experience and background knowledge and develop their 
sensitivity to increasingly difficult concepts and complex patterns o f language" (p. 74);
4. “Instruct in strategic reading and writing by providing activities that enable 
students to apply meaning-making skills and strategies such as summarizing, questioning, 
and interpreting" (p. 75);
5. “Organize instruction into broad, thematically based clusters of work through 
which reading, writing, and speaking activities are interrelated" (p. 76);
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6. Teach critical reading/writing skills, "such as word attack or grammar or 
grammar in reading and writing ... Such instruction may be embedded in the total context 
of language learning or may be presented directly by the teacher" (p. 77);
7. Emphasize "discussion and analysis rather than rote memory" (p. 78) to 
develop students' thinking abilities;
8. Emphasize “the writing processes o f planning, drafting, revising, sharing, and 
publishing” (p. 79);
9. Provide “a balanced program of both imaginative and informative reading, 
writing, and speaking ... promote competence in handling discourse of many kinds" (p. 
80);
10. Provide "carefully designed early intervention for children who experience 
difficulty in learning to read and write..." (p. 81);
11. Expose students to a range of literature to "help young people leam about the 
ideas and values of their own and diverse cultures as well as about the experiences of 
different groups” (p. 82);
12. Provide assessment that focuses on what is being taught in a school's 
curriculum and on the modes of instruction" (p. 83).
Research suggests that professional development content should focus on 
research-based teaching strategies. In addition to teaching strategies, much attention has 
been given to the knowledge-base that teachers must possess and represent or transfer to 
their students in order for students to achieve (Doyle, 1992). Recently, cognitive 
scientists have recognized that there is a pedagogy of content that impacts the teaching 
and learning process (Doyle, 1992). The pedagogy of content is concerned with how each
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content area has a structure of knowledge, skills, and dispositions that must provide 
effective learning opportunities. As Shulman (1987) argued, it is important for a teacher 
to know
the structures of subject matter, the principles of conceptual organization, and the 
principles of inquiry that help answer two kinds of questions in each field: What 
are the important ideas and skills in this domain? and How are new ideas added 
and deficient ones dropped by those who produced knowledge in this area? (p. 9).
Shulman (1986) maintained that teachers also need pedagogical content
knowledge: a "knowledge of the most useful forms of representation of [those] ideas, the
most powerful analogies, illustrations, examples, explanations, and demonstrations— in a
word, the ways of representing and formulating the subject that make it comprehensible
to others" (p. 9). All this implies that effective professional development content will
integrate teaching pedagogy and content knowledge. In this way, teachers' content
knowledge can be enhanced as they learn strategies that will be more effective in
teaching students specific content.
It is important to focus not only on professional development content that is
research-based, but also on practitioners linking staff learning to student learning by
examining the impact that the implementation of new strategies has on students.
Moreover, it is important to link staff learning to student learning by focusing
professional development content on the specific needs of the students in the school
community. Thus, staffs should collect and use data to determine the nature of training
content and to study the impact that an initiative has on staffs and students (Joyce &
Showers, 1995; Schmoker, 1996; Sparks & Hirsh, 1997).
There is an additional reason to ensure that professional development content is
linked substantively to research on effective teaching and learning. As described in the
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next section, teachers are more inclined to implement new ideas when they see that it 
makes a difference in student achievement (Guskey, 1985; Lieberman & Miller, 1991; 
McLaughlin, 1991; Showers, Joyce, & Bennett, 1987).
The Teacher’s Sense of Efficacy
Sarason said, "Educational change depends on what teachers do and think— it's as 
simple and complex as that”(as cited in Fullan & Stieglebauer, 1991, p. 117). Teacher 
knowledge and practices are the primary influences impacting student learning (Guskey 
& Sparks, 1996; Richardson, 1996). Therefore, to increase student achievement, 
professional development must somehow alter teachers' knowledge and classroom 
practices.
It has been found that all teachers are capable of gaining new skills and 
knowledge and transferring the new learning to classroom practice (Sparks, 1986; 
Showers, Joyce, & Bennett, 1987; Joyce, Bennett, & Rolheiser-Bennett, 1990). However, 
a variety of factors influence the extent to which teachers transfer what is introduced 
through professional development.
One condition that could influence whether transfer of knowledge and strategies 
learned through professional development takes place is a teacher’s sense of efficacy or, 
"the extent to which the teacher believes he or she has the capacity to affect student 
performance" (Rand Corporation researchers, cited in Guskey, 1994, p. 628).
Furthermore, Guskey indicated that teacher efficacy is a multidimensional concept that 
reflects a teacher’s beliefs about whether all students can leam, whether he or she is 
capable of learning a new skill, and whether external factors, such as home environment, 
have a greater impact on student learning than school factors (1994).
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
35
Tschannen-Moran, W. K. Hoy, and A. W. Hoy (2001) defined teacher efficacy 
somewhat differently. These researchers maintained that teacher efficacy is a teacher’s 
“judgment of his or her capabilities to bring out desired outcomes o f student engagement 
and learning, even among those students who may be difficult or unm otivated” (p. 783).
In keeping with this definition of teacher efficacy, Tschannen-Moran, A. W. Hoy, and W. 
K. Hoy proposed an integrated model o f teacher efficacy (Figure 2) that was cyclical in 
nature (1998, p. 227).
Teacher
Efficacy
Performance
Cognitive
Processing
Goals, effort, persistence, etc.
Consequences of Teacher 
Efficacy
Assessment 
of Personal 
Teaching 
Competence
Analysis of 
Teaching 
Task
New Sources of Efficacy 
Information
Verbal Persuasion 
Vicarious Experience 
Physiological Arousal 
Mastery Experience
Sources of Efficacy 
Information
Figure 2. The cyclical nature of teacher efficacy. Note. From “Teacher Efficacy: 
Capturing an Elusive Construct,” by M Tschannen-Moran, A. W. Hoy, and W. K. Hoy, 
1998, Review o f  Educational Research, 68 (2), p. 227.
This model postulated that there were four sources of information that influenced 
teacher efficacy. The four sources were mastery experience, physiological arousal, 
vicarious experience, and verbal persuasion. M astery experiences concern whether
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success occurs early in learning or with little or no external aid. Physiological and 
emotional arousal referred to the physical and emotional reactions to anticipated events. 
Vicarious experiences had to do with how teachers gain information through observation. 
Teachers compare themselves to peer models who may have performed certain tasks the 
teachers consider performing. Tschannen-Moran et al. (1998) maintained that vicarious 
experiences may be gained through teacher education programs, professional literature, 
the media, and gossip in teachers’ lounges as well as from other sources. Furthermore, 
Tschannen-Moran et al. maintained that efficacy beliefs could be lowered if a novice 
teacher observed the failures o f experienced teachers, unless the novice perceived him or 
herself to be more capable (1998). Verbal persuasion referred to conversation or 
comments made by others that may either increase or decrease a teacher’s efficacy.
Tschannen-Moran et al. (1998) also postulated that teacher efficacy is context 
specific. Through cognitive processing, teachers integrate and interpret information 
gained from the four sources in light of an analysis of the teaching task and an assessment 
of personal teaching competence. The simultaneous task analysis and assessment of 
competence results in an efficacy belief held by a teacher for a given context.
Goddard, Hoy, & Woolfolk Hoy (2000) extended the idea of individual teacher 
efficacy to collective efficacy. Defining collective teacher efficacy as “the perceptions of 
teachers in a school that the efforts of the faculty as a whole will have a positive effect on 
students,” (p. 479), these researchers developed a model that was similar to that of 
Tschannen-Moran and others. Like the Tschannen-Moran et al. model (1998), Goddard 
and others described four sources of information— mastery experience, vicarious 
experience, social persuasion, and affective states. Mastery experiences are those that
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enable an organization to build a sense of collective efficacy through persistent effort that 
results in success. Vicarious experience for an organization occurs when organizations 
observe other organizations to determine elements of success and failures. Social 
persuasion engages conversation, discussion, or debate encourages persistence within an 
organization. Finally, affective states has to do with how an organization responds to 
stress and disruptive forces.
As with the Tschannen-Moran et al. model (1998), Goddard et al. (2000) 
promoted the contextual nature of collective efficacy. Thus, the elements of collective 
efficacy also included analysis of the teaching task and assessment of teaching 
competence but these elements were analyzed, interpreted, and processed collectively.
When testing their model of collective efficacy in 47 elementary schools within 
one large urban Midwestern school district, Goddard et al. (2000) identified several 
findings. First, group competence and task analysis were highly related in schools. 
Second, collective teacher efficacy is positively associated with differences in student 
achievement that occur between schools. Last, empirical evidence supported the concept 
of collective teacher efficacy.
There is a connection between teachers' growth and their self-esteem (Joyce & 
Showers, 1995). In a research synthesis of studies pertaining to professional 
development, Showers, Joyce, and Bennett (1987) found that "competent teachers with 
high self-esteem usually benefit more from training than their less competent, less 
confident colleagues" (p.79). Moreover, a study conducted by McKibbon and Joyce 
(1980) found that teachers with a positive sense of efficacy were seven times more likely
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to transfer than those with low self-concepts. McLaughlin (1991) reiterated that the most
powerful influence on continuation of innovations is the teacher's sense of efficacy.
As stated in the previous section, numerous studies support the inseparability of
concerns about teachers and concerns about student achievement (Guskey, 1985;
Lieberman & Miller, 1991; McLaughlin, 1991; Showers, Joyce, & Bennett, 1987).
Lieberman and Miller emphasized
We cannot overstate the importance of teacher-student interactions. When the 
rewards from these interactions are plenty, teachers are energized and they thrive. 
When the rewards from these interactions are diminished, teachers lose that part 
of themselves that is most self-sustaining and most central to the well-being of the 
profession (1991, p. 101).
Simply put, the chief rewards of teaching are derived from students.
In large part, a teacher's sense of efficacy is related to motivation. Sergjovanni
(Hackman & Oldham, cited in Sergiovanni, 1992) offered advice about three conditions
that are critical for motivation. According to Sergiovanni, staff members are most likely
to be motivated when they experience meaningfulness from what they are doing, sense
responsibility for the outcomes, and receive knowledge of the results from their efforts.
Research has reinforced the link between motivation and efficacy by indicating that a
teacher's efficacy depends on his or her belief that a strategy will make a difference in
students and that he or she is capable of learning the strategy (Bandura, cited in Guskey
1994). To summarize, an individual is more likely to attempt new practices to the extent
he or she is motivated to do so. A sense of meaningfulness and responsibility is related to
one's sense of efficacy and impacts one's motivation.
The research regarding teacher efficacy and motivation has suggested a departure
from traditional premises about professional development that sustains transfer to
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practice. Traditionally, professional development has focused on first changing teacher 
beliefs and attitudes (Guskey, 1985). It was perceived that such changes would lead to 
changes in classroom practices and would increase student learning. However, more 
current research indicates that "significant change in teachers' beliefs and attitudes takes 
place after student learning outcomes have changed" (Guskey, 1985). A change in beliefs 
depends on evidence of change in students. Thus, a chain of events is put into place. 
Evidence of change in students leads to sustained change in practices. As teachers feel 
empowered by what they are doing, they gain a sense of efficacy.
The relationship between teacher efficacy and transfer can be seen most easily 
when one considers the many and varied adaptations that teachers must make in order to 
transfer training to actual classroom practice. As indicated in the section on transfer, 
because of the diverse nature of existing teacher repertoires, students, and classroom 
settings, most training requires additional learning and complex adaptations. The result is 
that most teachers experience considerable discomfort when attempting a new strategy. 
This discomfort is both the result of new learning and, at the same time, is a prerequisite 
for learning (Thelen & Rogers, cited in Joyce, Weil, & Showers, 1992).Unfortunately, 
when teachers attempt a new skill or strategy, they feel awkward. Then, if they are not 
immediately successful or comfortable, teachers have a tendency to discontinue the new 
practice. It is only through frequent use of a new practice that teachers overcome the 
sense of discomfort and gain executive control. However, as Joyce, Weil, and Showers 
(1992) stated, "only a small percentage (about 5 to 10 percent) of the teachers who had 
learned teaching strategies new to their repertoires were able to handle the discomfort
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without assistance" (p. 394; citing studies by Joyce, Peck, & Brown, 1981; see also Joyce 
& Showers, 1981).
Times of discomfort can be times of growth. When teachers are self-actualized, 
they most likely will take risks and endure the discomfort felt when attempting to use 
new strategies and knowledge (Maslow, cited in Joyce, Weil, & Showers, 1992). These 
teachers will feel more efficacious in their ability to increase their students' learning. The 
implication is that even teachers with a strong sense of efficacy will benefit from support. 
Moreover, the administrative support that leaders provide to teachers who do not possess 
a strong sense of efficacy can make a crucial difference in whether transfer takes place.
As teachers see that they can leam and effectively use new strategies to increase student 
achievement, their sense of efficacy increases. Moreover, studies have indicated that 
teacher efficacy predicts student achievement (Bandura, 1993, 1997; Esselman & Moore, 
1992; Moore & Esselman, 1992; Watson, 1991).
A Strong Positive School Culture
Nature o f  School Culture
Emerging from the research is the call for an interactive system of professional 
development that unifies individual and organizational growth, provides equilibrium, and 
scaffolds growth through change. A strong, positive school culture provides a unifying 
force for organizational growth.
Culture is a concept borrowed from anthropologists to describe and differentiate 
societies. In recent years, the term has been applied to organizations, such as businesses 
and schools (Gonder & Hymes, 1994). Deal and Peterson (1990) have suggested that "the 
culture of an organization can influence its productivity and there is reason to believe that
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the same cultural dimensions that account for high performance in business account for 
high achievement in schools" (p. 9). Deal and Peterson (1999) further expanded on the 
influence of organizational culture when stating ‘T he  culture of an enterprise plays the 
dominate role in exemplary performance” (p. 1).
A review of several definitions of culture provides a basis for understanding how 
school culture might influence the transfer of professional development to practice. Deal 
(1987) defined culture as "an all-encompassing tapestry of meaning ... the way we do 
things around here” (p. 5). Lane (1992) added to the understanding of school culture by 
describing its function as “ ...the organization of prescriptive behaviors around values 
which are central to the decisions and actions essential to the group's adaptive survival, 
satisfaction, and goal attainment" (p. 88).
Learning takes place in a social context and the school is the primary unit of 
change (Fullan, 1990; Goodlad, 1984). The extent to which the school supports 
Sergiovanni and Staratt's (1993) concept of a learning community relates to how the 
school's culture defines the social organization in which learning can take place. A 
reciprocal relationship exists between school culture and professional development 
(Fullan, 1990). The social context impacts how teachers implement knowledge or 
strategies introduced through professional development (Showers, Joyce, & Bennett, 
1987). Moreover, professional development can shape the school's culture.
A culture is deemed strong and positive to the extent that staff members clearly 
identify “with the school's values, and the values support norms that are good for 
children" (G onder&  Hymes, 1994, p. 32). School culture either encourages or 
discourages teachers' continued growth toward habits of mind and practices that increase
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student achievement (Little, 1982; Landrum, 1990). As stated by Wood (1989), "a 
positive, healthy school climate that includes trust, open communication, and peer 
support for changes in practice is essential for successful staff development" (p. 27). 
School culture provides the bonding force for faculty cohesiveness and supports reform 
implementation. Teachers who typically are isolated from one another become members 
o f teams that communicate and collaborate to improve student achievement (Lieberman 
& Miller, 1991).
Saphier and King (1985) have provided guidelines for building a school culture 
that supports growth. They have suggested that principals shape these twelve cultural 
norms: (a) collegiality, (b) experimentation, (c) high expectations, (d) trust and 
confidence, (e) tangible support, (0  reaching out to the knowledge bases, (g) appreciation 
and recognition, (h) caring, celebration, and humor, (i) involvement in decision-making, 
(j) protection of what is important, (k) traditions, and (1) honest, open communication 
(Saphier & King, 1985, p. 67). These cultural norms define practices that support transfer 
o f training to classroom practice for they provide assurance that teachers will not be 
penalized in their first shaky attempts at new practices. The norms also communicate an 
expectation that professional growth is expected and that support will be given for 
growth.
Deal and Peterson (1999) reiterated, “Strong, positive, collaborative cultures have
powerful effects on many features of schools” (p. 7) and identified six functions that
serve as examples of influence. According to Deal and Peterson, culture
fosters school effectiveness and productivity, ...im proves collegial and 
collaborative activities that foster better communication and problem-solving 
practices, fosters successful change and improvement efforts, ...builds 
commitment and identification of staff, students, and administrators, ...am plifies
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the energy, motivation, and vitality of a school staff, students and community, and 
...increases the focus of daily behavior and attention on what is important and 
valued. (1999, p. 7-8)
Role o f  the Principal in Shaping School Culture
The principal plays a significant role in shaping a school culture that supports
effective professional development and promotes transfer. In part, the significant role that
the principal plays in shaping school culture has been defined in the effective schools
movement that emphasized the principal as instructional leader (Cascadden, 1996).
Cascadden cites Smith and Andrews (1989) as stating, "taken collectively, the 'effective
schools' studies reflect the view that the direct responsibility for improving instruction
and learning rests in the hands of the school principal" (p. 1). In reviewing Smith and
Andrews' work, Cascadden (1996) identified four characteristics of instructional
leadership: "a) the principal as resource provider, b) the principal as instructional
resource, c) the principal as communicator, and d) the principal as visible presence" (p.
21). Cascadden found that the roles of management and leadership are integrated and this
integration is characterized by four active themes: 1) enacting an oxymomonic role, 2)
“being there,” 3) evolving from managers to leaders, and 4) balancing culture and
distributed decision making.
A somewhat dated synthesis of research on the principal as instructional leader
was found. In spite of the 1984 date, this synthesis was reviewed because it coincided
with research on effective schools that first identified the principal's role as instructional
leader. The synthesis of research that was provided by De Bevoise (1984) highlighted
several findings concerning the principal as instructional leader. First, principals depend
on teachers, students, parents, and the community in order to exercise instructional
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leadership. Second, communicating school mission, monitoring performance, rewarding 
good work, and providing staff development are functions that must be fulfilled in all 
schools and these functions can be designated to others, in addition to the principal, 
depending on the make-up of the staff and school district organization. Third, the 
synthesis pointed to the inter-relationship between principals' personal traits, leadership 
styles, management behaviors, and organizational contexts; thus, personal characteristics 
and leadership styles must be placed in context of the particular school setting. Fourth, 
characteristics of effective principals have not been convincingly correlated with student 
achievement.
Since De Bevoise’s research synthesis was conducted, other literature has focused 
on the strategies engaged in by principals who are instructional leaders. Cooper (1989) 
specifically linked the role of the principal as instructional leader to professional 
development. This research asked 149 successful principals to describe their participation 
in professional development activities and to describe their success. This research found 
that the principals "were virtually unanimous in defining themselves as instructional 
leaders. Their commitment to improving their schools' instructional programs is the vital 
thread that connects their formal training experience, their on-the-job learning, and their 
personal growth" (pp. 13-14). The principals in this study clearly saw a connection 
between professional growth and their roles as instructional leaders.
Strange (1993) suggested that management and instructional leadership were not 
"competing interests for the principal" (p. 5) and that a more appropriate view of the 
principal's role unifies the two dimensions. Strange cites Hallinger, Murphy, Weil,
Messa, and Mitman’s (1983) efforts to relate Edmonds (1979)
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
45
five factors of effective schools (strong administrative leadership; climate of high 
expectation; orderly, instructionally oriented environment; emphasis on basic 
skills instruction; and monitoring student progress) to three general dimensions of 
principals' behavior: defining the school's mission, managing the instructional 
program, and promoting a positive learning environment, (p. 5)
According to Stronge, the Hallinger et al. (1983) research found that, “the view of the
principal as instructional leader is too narrow; instead the principal's role should be
viewed in the context of school effectiveness which maintains the viewpoint that virtually
all principal behavior, including that which is more purely managerial in nature, can be
channeled into the school effectiveness realm" (p. 6).
Jenkins and Bebar (1994) further defined the knowledge and skills that
instructional leaders should possess. The delineation of the knowledge and skills suggests
that management and instructional leadership are not dichotomous in nature. These
authors advocated that principals who desire to be instructional leaders should be able to
(a) identify the major sources and findings of research on instruction; (b) assist teachers
in utilizing reflective practice; (c) use learning style implications instruction and staff
development; provide a supportive schedule and organizational structure; (d) identify
several current teaching models; (e) analyze several evaluation instruments and describe
their strengths and deficiencies; (f) apply appropriately principles o f measurement and
evaluation in varied settings and for varied purposes; (g) define the relationships among
curricula, school organization, and society; (h) define curriculum alignment and its
relationship to curriculum development; (i) connect curriculum design to instructional
objectives; (j) describe current trends/issues in several content fields; and (k) discuss
several curriculum organizational models and the merits of each.
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Blase and Blase (2001) described a study that illuminated teachers’ perceptions 
about the characteristics of instructional leadership. These researchers questioned 808 
public elementary, middle, and high school teachers about characteristics of principals 
that influenced their classroom practices. What emerged were six descriptive 
characteristics and two overarching themes for effective instructional leadership. 
According to the teachers in this study, instructional leaders: (a) avoid restrictive and 
intimidating approaches; (b) believe in teacher choice and discretion; (c) integrate 
collaboration, peer coaching, inquiry, collegial study groups, and reflective discussion;
(d) embrace growth and change; (e) respect teachers’ knowledge and abilities; and (0  are 
committed to enacting school improvement and enhancing professional community in 
schools.
The two overarching themes subsumed practices that principals can use to 
promote teachers’ professional development (Blase & Blase, 2001). The first theme—  
talking with teachers to promote reflection— uses conversation to encourage learning.
The second theme— promoting professional growth—  concerned specific strategies for 
effective professional development. Table 2 summarizes strategies for the two themes.
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Table 2
Overarching Themes that Principals Exhibit in Effective Instructional Leadership (Blase 
& Blase, 2001)
Theme
1. Talking with teachers to promote • 
reflection
2. Promoting professional growth •
Strategies 
Make suggestions that are purposeful, 
appropriate, and non-threatening.
Express specific feedback on observed 
classroom behavior in a way that is caring 
and encourages problem solving.
Demonstrate teaching techniques in 
classroom and/or conferences and model 
effect interactions with students.
Use inquiry to seek advice/opinions.
Praise to focus on specific, concrete teaching 
behaviors.
Emphasize the study of teaching and learning. 
Support collaboration.
Develop coaching relationships among peers. 
Encourage program redesign and diverse 
teaching and learning approaches.
Apply principles of adult learning to create 
collaborative school cultures.
Use action research to inform instruction.
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DuFour (2001) advanced the principal’s role in shaping a culture that supports 
adult learning and described how the context for adult learning is the most important 
contribution that principals provide for effective professional development. According to 
DuFour “in the right school context, even flawed professional development activities can 
serve as a catalyst for professional growth. Conversely, in the wrong school context, even 
programs with solid content and powerful training strategies are unlikely to be effective” 
(DuFour, 2001, p. 14). Thus, “the single most effective way in which principals can 
function as staff development leaders is providing a school context that fosters job- 
embedded professional development” (DuFour, 2001, p. 15). Principals who are staff 
development leaders recognize that professional development is a means to improve 
student achievement and seize opportunities to build collective capacities to achieve 
school-wide goals focused on students. Principals do this by modeling a commitment to 
their own ongoing professional development, by becoming students of the teaching- 
learning process, and by developing strategies for effective communication. Specifically, 
principals who are leaders of professional development (a) provide time for collaboration 
in the school day and school year, (b) identify critical questions to guide collaborative 
efforts, (c) lead teams to create meaningful collaborative products, (d) insist on the 
pursuit of specific student achievement outcomes, and (e) provide teams with germane 
data and information.
Research directly links school culture and the effectiveness of professional 
development to the leadership provided by the principal (Leithwood, 1990; McLaughlin, 
1991; Wood, 1989). The principal supports individual and collective growth by helping 
staff members cultivate and preserve a collaborative school culture, supporting technical
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collaboration and professional inquiry, diagnosing the starting point for teacher 
development and nurturing teacher development accordingly, facilitating effective 
problem solving, and recasting routine administrative activities into teacher development 
activities. (Leithwood, 1990, 1992). Lee (1990) advised principals to create communities 
o f learners by modeling and guiding reflective practice, shaping a positive school culture, 
and providing collaborative working arrangements. The extent to which administrators 
promote the norms of a strong, positive school culture and the corresponding practices 
impact whether teachers receive the support needed to overcome the discomfort 
experienced in the transfer process.
Elements of Effective Professional Development 
Effective professional development training is that which accommodates the 
needs of adult learners (Levine, 1989; Oja, 1991; Zemke & Zemke, 1981). As maintained 
by Levine (1989), "by understanding the ways in which adults grow and how their needs 
change, staff developers can increase the likelihood of engaging and motivating teachers" 
(p. 14). Oja (1991) provided four reasons to study adult development: (a) to better 
recognize the individual needs of different adults, (b) to examine one's own 
developmental learning experiences for better insight about learning, (c) to understand 
and be sensitive to the experiences of adults in a variety of context including career 
development, personality development, staff development, supervisional administration, 
and so forth, and (d) to design staff development activities and intervention strategies (p. 
37).
Zemke and Zemke (1981) identified several practices that reflect what is known 
about adult learning. These practices can be placed in three categories: (a) things we
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know about adult learners and their motivation, (b) things we know about designing 
curriculum for adults, and (c) things we know about working with adults in the 
classroom.
Relative to the first category identified by Zemke and Zemke (1981), we know 
that the content of learning is crucial to motivation. In general, adults seek learning 
experiences to cope with specific life-change events or because they have a specific need 
for the new knowledge or skills; that is, there seem to be "teachable moments" for adult 
learners and such times may vary from adult to adult.
The second category of best practices for adult learners pertains to curriculum 
design and offers important considerations also (Zemke & Zemke, 1981). This category 
of practices suggests that presentation of new information should be meaningful and 
should incorporate strategies that enable adults to link new learning to previously 
acquired information and experiences. This is because adults need to be able to integrate 
new ideas with what they already know if they are going to use the new information. 
Moreover, adults need time to process the integration and they tend to be unforgiving of 
the errors they make when learning new information or skills. With this in mind, adults 
prefer self-directed and self-designed learning endeavors rather than group learning 
experiences. But, self-direction does not mean isolation because learning experiences 
involve interaction with people as resources (Zemke & Zemke, 1981).
Adult developmental stages also have curriculum implications. Adults proceed 
through patterns of development that shape their needs and interests. O ja (1991) 
identified two primary patterns of adult development. One pattern is defined by 
"age-related life cycle issues and career motivations" (Oja, 1991, p. 38). This pattern
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explains why adults choose certain personal or professional activities and describes 
problems, dilemmas, career tasks, and personal issues in adults' lives. The second pattern 
is defined by "developmental stages of thinking and problem solving that help describe 
'how' adults behave and think while involved in staff development activities" (p. 38). This 
pattern helps to explain why teachers in the same school and about the same age may 
solve problems differently. If adults' needs, interests, and values change continually as 
they move through various stages and these changes impact curriculum, then professional 
development programs need to be designed to honor adults in different life stages and 
with different values (Zemke & Zemke, 1981).
In the final category, Zemke and Zemke (1981) discussed practices that pertained 
to training experiences. The learning environment must be physically and 
psychologically comfortable. Interaction with others and application through practice are 
important to effective training experiences. At the same time, workshop training raises 
risk factors because self-esteem and ego are on the line as participants are asked to 
practice new skills and knowledge in front of cohorts. Moreover, when the training 
experience provides the opportunity for adults to articulate their expectations at the 
beginning of the workshop and if their expectations differ from the workshop content, 
then participants are able to acknowledge and negotiate for reconciliation of the 
differences.
According to the literature, professional development has been re-conceptualized 
in recent years to reflect the influence that student achievement, systems thinking, 
constructivism, and the community of learners concept has on adult learners. Sparks and
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Hirsh (1997) described a paradigm shift in professional development and identified major 
shifts as follows:
• From individual development to individual development and organization 
development.
• From fragmented, piecemeal improvement efforts to staff development driven 
by clear, coherent strategic plan for the school district, each school, and the 
departments that serve schools.
• From district-focused to school-focused approaches to staff development.
• From a focus on adult needs and satisfaction to a focus on student needs and
learning outcomes, and changes in on-the-job behaviors.
• From training conducted away from the job as the primary delivery system for 
staff development to multiple forms of job-embedded learning.
• From an orientation toward the transmission of "experts’" knowledge and
skills to teachers to the study of the teaching and learning processes by
teachers.
• From a focus on generic instructional skills to focus on a combination of 
generic and content-specific skills.
• From staff developers who function primarily as trainers to those who provide 
consultation, planning, and facilitation services as well as training.
• From staff development provided by one or two departments to staff 
development as critical function and major responsibility performed by all 
administrators and teacher leaders.
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• From staff development directed toward teachers as the primary recipients to 
continuous improvement in performance for everyone who affects student 
learning.
• From staff development as a "frill" that can be cut during difficult financial 
times to staff development as an indispensable process without which schools 
cannot hope to prepare young people for citizenship and productive 
employment, (pp. 12—16).
Guskey (1995) described effective professional development as the "optimal mix
of several critical elements.” According to Guskey,
in most cases program effectiveness is judged by an index of participants' 
satisfaction with the program or some indication of change in their professional 
knowledge. Rarely is change in professional practice considered, and rarer still is 
any assessment of impact on student learning, (p. 176)
Guskey acknowledged that the professional development context is a powerful
determiner of effective professional development and offered several guidelines for
successful professional development. First, Guskey advised staff developers to
"recognize change as both an individual and  organizational process" (p. 118). In short,
we cannot improve schools without improving the skills and knowledge of the staff
members; nor can we focus on improving individuals without improving the
organization. Integration of the change process within individuals and throughout the
organization is necessary.
Second, Guskey advised staff developers to "think big , but start small" (1995, p.
119). Effective professional development programs negotiate through change by
identifying long-range goals and approaching the goals "in a gradual and incremental
manner" (1995, p. 119).
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Guskey's third recommendation was to establish practices whereby staff members 
"work in teams to maintain support" (1995, p. 120). According to Guskey, change is 
accompanied by discomfort that is compounded when those implementing the change are 
isolated or if they perceive that they have no influence in the process. Thus, teams should 
include members from all levels of the organization. The timing and purpose of team 
functions also must be considered. Research indicates that, "large-scale participation 
during the early stages of a change effort is sometimes counterproductive" (Huberman & 
Miles, cited in Guskey, 1995, p. 120-121). Instead, team efforts should focus their work 
on reflecting the norms of continuous improvement and experimentation as participants 
focus on seeking solutions to common problems.
Fourth, Guskey (1995) recommended that effective professional development 
include "procedures for feedback on results" (p. 121). This is especially true because the 
primary rewards of teaching come from teachers' beliefs that they can influence student 
growth. Teachers abandon practices perceived as not increasing teaching proficiency and 
retain practices perceived as promoting competence. Feedback that does not disrupt the 
instructional process, is manageable, and is specific to the characteristics of professional 
development can increase the likelihood of competence.
Guskey's fifth guideline called for the provision of "continued follow-up, support, 
and pressure" (1995, p. 123). Successful implementation of new knowledge and 
strategies requires adaptation, time, and practice. Follow-up, support, and pressure 
provide the kind of guidance needed for continued practice and ensures that professional 
development is implemented, not as an event, but as a process that will lead to changed
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performance. Guskey warns that this guideline is perhaps the most neglected in the 
professional development arena.
Finally, Guskey advised that effective professional development "integrate 
programs" (1995, p. 124) so that innovations can be combined into manageable programs 
o f implementation. Such integration reduces fragmentation and allows the seamless and 
simultaneous execution of several related innovations.
Sparks and Loucks-Horsley (1990) suggest that professional development 
opportunities should incorporate varied strategies. They recommend the inclusion and 
implementation of five models: individually guided professional development, 
observation/assessment professional development, a development/improvement process, 
training, and inquiry. Individually guided professional development includes professional 
development plans and portfolios. Observation and assessment models may incorporate 
videotaping of instruction, other forms of observation, and coaching. Curriculum 
development and the development of standards are examples of professional development 
processes that focus on improving existing practices or knowledge. Action research, book 
talks, and journaling are examples of professional development that focuses on inquiry.
The most commonly used method of professional development is training, 
although it is widely accepted that not all training is equally effective. For more than 20 
years, a significant amount of research has accumulated concerning elements of training 
and follow-up. A meta-analysis of more than 200 research studies on effective 
professional development components indicated that neither the location of the training, 
the scheduling of training, nor the role of the trainer seem to make a significant
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difference— what matters most is training design (Killion & Harrison, 1988; Showers, 
Joyce, & Bennett, 1987).
Research indicates that training design is most effective when four components 
are used: (a) presentation of theory or rationale, (b) demonstration or modeling of skill or 
concept, (c) practice of skill or concept under simulated conditions, and (d) feedback 
(Glass, 1992; Gordon, Nolan, & Forlenza, 1995; Joyce & Showers; 1980, 1983,1995; 
Landrum, 1990; Licklider, 1995; Showers, Joyce, & Bennett, 1987; Sparks, 1986). In 
fact, when individuals participate in training using these four elements, teachers are more 
than twice as likely to gain the targeted knowledge than if presentations alone are 
employed (Joyce & Showers, 1983). However, the combination of these four components 
during training is not enough to guarantee transfer (Brandt, 1987; Joyce & Showers,
1981).
The National Staff Development Council (NSDC) developed and revised 
standards for professional development that reflect the research on effective professional 
development and “improves the learning of all students” (Hirsh, 2001, p. 11). As a 
leading organization for professional development, NSDC convened representatives of 
the largest education associations to “clarify the kind of professional development all 
teachers should experience and articulate what it takes to be sure staff development 
produces its intended results” (Hirsh, 2001, p. 11). The initial standards were written in 
1994 but were revised to suggest staff development that is driven by results, based on 
standards, embedded in the job, and focused on students. The standards are grouped to 
address the context, process, and content of effective professional development. Context 
standards describe learning communities, leadership, and resources that support adult
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learners and recognize the role that climate or culture plays in professional development. 
Process standards reflect the need for data-driven professional development that is based 
on research and fosters collaboration in the learning process. Process standards also 
articulate the need for appropriate professional development design and include 
evaluation to “guide improvement and demonstrate its impact” (Hirsh, 2001, p. 11). 
Finally, content standards reflect a commitment to providing professional development 
content that addresses issues of equity, quality teaching, and family involvement. Content 
standards concentrate on providing content that deepens educators’ content knowledge 
and provides them with research-based instructional strategies and assessments— all 
focused on student achievement of rigorous academic standards. In essence, the revised 
staff development standards respond to three key questions: “What are all students 
expected to know and be able to do? What must teachers know and do in order to ensure 
success? Where must staff development focus to meet both goals?” (Hirsh, 2001, p. 12). 
(See Appendix A for a complete standards.)
In addition to the revised NSDC’s National Staff Development Standards, a 
recently published study addressed the question, “What makes professional development 
effective?” (Garet, et. al., 2001). In this study, a large-scale national probability sample 
of 1,027 mathematics and science teachers, taken from part of a national evaluation of the 
Eisenhower Professional Development Program, responded to this question. The study 
was designed “to enable us (the researchers) to examine the relationship between features 
of professional development that have been identified in the literature and self-reported 
change in teachers’ knowledge and skills and classroom teaching practices” (Garet et al., 
2001, p. 918). The researchers examined professional development associated with the
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Eisenhower Professional Development Program in light of structural features and core 
features that are reflected in the literature about effective professional development.
Structural features included the type of activity, duration, and collective 
participation (Garet et al., 2001). Type o f  activity considered whether the professional 
development initiative is traditional (workshops, courses for college credit, and 
conferences) or reform (teacher study groups, teacher collaboratives or networks, - 
committees, mentoring, internships, and resource centers). Duration examined the total 
number of contact hours spent on a professional development initiative, and collective 
participation addressed whether teachers participated in an initiative with a group of 
teachers from the same school, department, or grade level. These structural features were 
examined because the current literature on effective professional development suggests 
that duration makes a positive difference.
The second group of professional development characteristics that were examined 
was described as core features. Core features focus on content, promoting active learning, 
and fostering coherence (Garet et al., 2001). The focus on content had to do with what 
teachers learn from professional development initiatives. Based on the current literature, 
it was speculated that the content varies according to four dimensions: (a) emphasis given 
to subject matter, (b) specificity o f changes in teaching practice, (c) student goals that are 
emphasized, and (d) emphasis on ways students learn specific subject matter. As a core 
feature, previous literature promoted active learning, which was described as 
opportunities within the professional development experience in which teachers are 
actively involved in “meaningful discussion, planning, and practice” (Garet et al., 2001, p. 
925). Examples of active learning were seen as observing and being observed; reviewing
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students’ work; and presenting, leading and writing. The third core characteristic referred 
to how coherent an initiative was. Coherence was defined by three variables: (a) 
connection with goals and other activities, (b) alignment with state and district standards 
and assessments, and (c) communication with others. Again, the literature supported an 
examination of coherence because professional development has been criticized for being 
characterized by its disconnected activities.
The results from this research were expressed in terms of the structural and core 
features. Relative to initiative type, this study found that reform activities have “slightly 
more positive outcomes when all the design features and quality characteristics in our 
model are included” (Garet et al., 2001, p. 930). For example, the researchers found that 
some workshops that were of longer duration and included the other core features were 
just as effective suggesting that “characteristics of the activity, not the form, matter” 
(Birman et.al., 2000, p. 29). However, the researchers also found that “activity type has 
an important influence on duration,” because reform activities span more time and have 
more contact hours (Garet et al., 2001, p. 930). Moreover, they found that duration (span 
and contact hours) considerably influenced core features of professional development by 
providing more opportunities for active learning and coherence or connections to goals, 
standards, and professional communication (Garet et al., 2001). Thus, the study suggested 
that professional development is likely to be more effective when it is sustained over time 
and involves substantial contact hours.
The study also found that the core features of initiatives positively influence 
teachers’ knowledge and skills— “activities that give greater emphasis to content and are 
better connected to teachers’ other professional development experiences and reform
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efforts are more likely to produce enhanced knowledge and skills” (Garet et al., 2001, p. 
933). Active learning was found to have a lesser effect on enhanced knowledge and 
skills. The study results also indicated a domino effect relative to the enhanced 
knowledge and skills of teachers— teachers who reported enhanced knowledge and skills 
were more likely to change their classroom practices.
To summarize, these studies found that professional development that impacts 
classroom practice can be characterized by common characteristics (Birman et al., 2000; 
Garet et al., 2001). First, they found that activities of longer duration have more subject- 
area focus, greater active learning, and more coherence. Second, they found that 
initiatives in which teachers from the same department, subject, or grade participate 
afford more opportunities for active engagement and are more likely to connect to other 
initiatives and to the specific goals and curriculum that guide teachers. Third, the 
influence of content focus was noted. As supported by other literature, professional 
development content must be inextricably linked to pedagogy. Fourth, active learning 
was found to increase teachers’ knowledge and skills and aid in transfer. Fifth, coherence 
does make a difference— when teachers’ professional development experiences integrate 
curriculum, other professional development initiatives, and professional goals, 
professional learning is increased and greater change in classroom practice is realized. 
Finally, reform type initiatives are more effective in general; however, traditional types of 
initiatives also can be effective when they are longer in duration, have more content 
focus, engage active learning, and provide coherence.
Whereas some research described qualities of effective professional development, 
other research described why teachers choose not to participate in effective professional
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development (Supovits & Zief, 2000). A program partnership between the Merck 
Institute for Science Education and four school districts in New Jersey and Pennsylvania 
targeted teachers who were reluctant to participate in professional development and 
addressed barriers to their participation. The research suggested that teachers’ beliefs 
about effective professional development do not always coincide with the research on 
effective professional development practices. Although teachers prefer one-day 
workshops, the research indicates that more intensive and sustained experiences are more 
likely to change classroom practices. Although teachers choose more generic professional 
development content, research indicates that subject-specific content linking pedagogy to 
the subject is more effective. When reporting what attracts teachers to a particular 
professional development initiative, this study indicated that teachers were motivated by 
their personal interests whereas other research indicated that they chose initiatives that 
would help their students. This study went on to suggest that the discrepancy may arise 
because existing school cultures may not support more contemporary concepts of 
teaching and learning. Moreover, the numerous professional development opportunities 
that districts offer may fragment teachers’ focus and learning and thwart transfer to 
classroom practice.
Coaching and Follow-up 
In order to accomplish transfer, a fifth step of coaching should follow the four 
steps of training (Brandt, 1987; Joyce & Showers, 1981). Coaching provides 
opportunities in which participants can discuss use and adaptation of a particular strategy, 
in their particular classrooms, with their particular students. As mentioned earlier, such 
adaptation is required for executive control. However, such adaptation results in
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
62
considerable discomfort for the teacher. Coaching can provide non-threatening assistance 
to teachers as they experience the discomfort of learning something new.
Joyce and Showers were the first to use coaching as a term for follow-up to 
training (Brandt, 1987). Coaching is "the provision of on-site personal support and 
technical assistance for teachers" (Baker & Showers, 1984, p. 1). Peers, experts, 
administrators, or supervisors can provide coaching so long as there is a clear distinction 
between coaching and the evaluation process (Ackland, 1991; Garmston, 1987;
Glatthom, 1987). There should be from ten to fifteen coaching cycles that include pre 
-observation, observation, and post-observation (Garmston, 1987).
Since coaching was introduced to educators, numerous forms of coaching have 
been conceptualized and implemented. Garmston (1987) identified three forms of peer 
coaching: (a) technical coaching that follows staff training; (b) collegial coaching which 
helps teachers to refine self-identified practices; and (c) challenge coaching which 
focuses on problem-solving. Garmston, Linder, and W hitaker (1993) suggested a fourth 
form— cognitive coaching, which encourages teachers to explore the thinking behind 
their practices and can be combined with other forms of coaching. Lee (1990) also 
suggested that principals provide their staffs with opportunities to engage in collaborative 
inquiry. Collaborative inquiry can be conducted in groups of varying sizes, with a focus 
on questions that encourage teachers to examine their work, speculate, hypothesize, and 
experiment for the sake of improvement.
W hatever form is used, coaching serves several functions to extend training and 
encourage transfer (Glass, 1992; Gordon, Nolan, & Forlenza, 1995; Joyce & Showers, 
1980, 1983, 1995; Landrum, 1990; Licklider, 1995; Showers, 1984; Showers, Joyce, &
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Bennett, 1987; Sparks, 1986). Coaching provides companionship, technical feedback, 
analysis of application, and adaptation to students (Joyce & Showers, 1983). Coached 
teachers are more likely than uncoached teachers to practice new strategies, develop 
greater skill, and use strategies more appropriately. Also, teachers who engage in some 
form of follow-up or coaching exhibit greater long-term retention of knowledge and skill 
with learned strategies. Finally, the research indicates that coached teachers demonstrate 
more understanding of the varied purposes and uses of new strategies, thus they teach the 
new models to their students on a more frequent basis (Joyce & Showers, 1995). This 
final benefit reflects that coaching provides the support teachers need to vertically 
transfer training to practice and gain executive control of a skill.
Research conducted by Stallings (1988) confirmed elements of professional 
development follow-up that lead to transfer. Stallings' quest to improve students' reading 
achievement directed an examination of those elements that are necessary for effective 
professional development. The Findings from the study further document the components 
of training and coaching that have been discussed in this study. Stailings (1988) found 
that teachers are more inclined to change their behavior and continue to use new ideas 
when they do these things:
1. Become aware of a need for improvement through an analysis of their own 
observation profile;
2. Make a written commitment to attempt new ideas the day after training;
3. Modify the workshop ideas for their own classroom and school;
4. Try the ideas and evaluate the effect;
5. Observe in each others’ classrooms and analyze their own data:
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6. Report their success or failure to their group;
7. Discuss problems and solutions regarding individual students and instructional 
situations;
8. Are involved in a wide variety of training approaches such as modeling 
simulations, observations, critiquing video tapes, presenting at professional 
meetings; and
9. Learn to set new goals for professional growth (Stallings, 1988, p. 4).
As can be seen, Stallings emphasized practices that require the use of reflection, 
collaboration, observation, and feedback— the attributes o f coaching
The success of coaching can be attributed to its collaborative nature as well as to 
its cognitive function. Research indicated that important components of teaching 
practices are cognitive in nature and that "what the teacher thinks about teaching 
determines what the teacher does when teaching" (Showers, Joyce, & Bennett, 1987, p. 
79). Teachers with higher intellectual capacities nurture higher intellectual capacities 
within their students (Costa, 1996). Basically, three aspects of thinking influence a 
teacher’s classroom performance: (a) the teacher's planning before and after instruction,
(b) the teacher's interactive thoughts and decisions while teaching, and (c) the teacher's 
theories and beliefs (Clark & Peterson, 1986). "Each person maintains a cognitive map" 
(Garmston, Linder, & Whitaker, 1993, p. 57) and coaching helps the teacher to unfold 
that map to improve teaching and learning.
It also should be noted that the power of coaching increases when the whole 
school focuses on training with peer-coaching teams as follow-up (Joyce & Showers,
1995). The relationship between pattern of participation and level of implementation is
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indicated in Table 3. Information provided in this table reflects a link between coaching 
and a school culture that coordinates efforts for increasing student achievement. As can 
be seen, when coaching is used as follow-up to school-wide professional development, 
the likelihood of implementation is 90% or better.
Table 3
Level of Implementation by Pattern of Participation and Training Design
Pattern of participation Level of implementation
No peer structure for follow-up— 5-10% Implementation
participation by volunteers as individuals
Participation by peer-coaching teams from 75% Implementation
a variety of schools
Participation by whole-school faculties 90% Implementation or better—can reach
organized into peer-coaching teams for 100%
follow-up
Note. Based on Student Achievement Through S ta ff Development: Fundamentals o f  
School Renewal, 2d. ed., by B. Joyce and B. Showers, 1995, White Plains, NY: 
Longman.
Summary
A review of the literature provided guidelines for identifying characteristics of 
effective professional development. Such information was useful in articulating 
principals’ descriptions of professional development at their schools. The review also 
guided the identification of professional development characteristics that teachers 
perceived as having “great effect” on their classroom practices. Finally, the literature 
suggested factors that could influence whether professional development leads to change
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in classroom practices and compared this information to teachers’ reported perceptions 
about conditions for effective professional development.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
67
CHAPTER m
Research Methodology
“...both qualitative and quantitative researchers ‘think they know something about 
society worth telling to others, and they use a variety o f  forms, media and means to 
communicate their ideas and fin d in g s’" (Denzin & Lincoln, 1994, p. 4).
Schools provide a social context in which learning takes place. To that end, the
members of the learning community called school interact with one another to create a
culture that either energizes or undermines learning (Saphier & King, 1985). Each
school’s culture promotes certain practices and reflects certain beliefs held by its
individual and collective members. In order to describe something as complex as teacher
and principal perceptions about professional development and conditions for classroom
change, numerous data collection and analysis methods were required and quantitative
measures were not sufficient, by themselves. For “a place called school” (Goodlad,
1984) is comprised of individuals who come to that place with a differentiated set of
knowledge and experiences that shape how they interact with others and what they bring
to the learning community. Indeed, Holstein and Gubrium say,
An individual approaches the life world with a stock o f  knowledge composed of 
commonsense constructs and categories that are social in origin. These images, 
theories, ideas, values, and attitudes are applied to aspects o f experience, making 
them meaningful. Stocks of knowledge are resources with which persons 
interpret experience, grasp the intentions and motivations o f others, achieve 
intersubjective understandings, and coordinate actions. (1994, p 263)
In order to capture some essence of the three schools’ stories about professional
development and school change, somehow the assumption that “perception is reality” had
to be honored and reflected in this study of Midwestern, urban, public elementary schools
with increased student achievement in language arts. Thus, the methods in this study
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incorporated both quantitative and qualitative traditions that describe the principals’ and
teachers’ “reality” using different formats. As stated by Denzin and Lincoln:
The word qualitative, implies an emphasis on processes and meanings that are not 
rigorously examined, or measured (if measured at all), in terms of quantity, 
amount, intensity, or frequency. Qualitative researchers stress the socially 
constructed nature of reality, the intimate relationship between the researcher and 
what is studied and the situational constraints that shape inquiry...In contrast, 
quantitative studies emphasize the measurement and analysis of causal 
relationships between variables, not processes. (1994, p. 4).
In some instances, this study describes relationships between variables in quantifiable
ways, and in other instances, the teachers’ and principals’ perceptions are communicated
through use of language.
Research Questions
This study identifies professional development experiences that teachers reported 
as having an effect on their classroom practices and determined teachers’ perceptions 
about conditions for professional development that influence change in practice. Using 
both qualitative and quantitative research methods, the exploratory study investigates 
three, Midwestern, urban, public, elementary schools that demonstrated increases in 
student achievement in reading between 1995 and 1999. The study responded to these 
three questions:
1. In three Midwestern, urban, public, elementary schools that have demonstrated 
increases in student achievement in reading since 1995, how do principals 
describe professional development at their schools?
2. In three Midwestern, urban, public, elementary schools identified as having 
increases in reading achievement, what professional development experiences did 
teachers report as having an effect on their teaching practice?
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a. What do teachers report about the type of professional development initiative 
experienced and the effect on their classroom practice?
b. What do teachers report about the reason that they participated in professional 
development and the effect it had on their classroom practice?
c. What do teachers report about monitoring options and effects on their 
classroom practice?
d. What do teachers report about follow-up options and effect on their classroom 
practices?
e. What do teachers report about plans to examine the impact of professional 
development initiatives on student achievement?
3. What common factors or conditions did teachers at the three schools report as
influencing whether they changed their classroom practices after participating in
professional development initiatives?
Population and Sample
Schools were selected from a large, Midwestern, urban school district. This 
district has approximately 485 elementary schools. Approximately 87% of the student 
population is considered low income and 15% of the students have limited English 
proficiency. The approximate mobility rate of the district is 33% and the attendance rate 
is 93%. The district wide gain on the reading portion of the Iowa Test of Basic Schools 
(ITBS) for the period in which the three schools were studied was 7.8%.
Four criteria were established for the selection of the schools for this 
investigation— type of school, scores on Iowa Test of Basic Skills, principal’s term of 
office, and principal’s agreement to participate.
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The first criterion established that the schools were public elementary schools, 
serving pre-kindergarten through eighth grades, and were part o f a large Midwestern, 
public school system.
The second criterion for selection of the three schools concerned reading scores 
on the Iowa Test of Basic Skills (ITBS). Reading test scores were used instead of 
mathematics or other content area scores, because of the integral role that reading plays 
for achieving across subject areas. Using simple descriptive statistics, I identified ten 
elementary schools in a Midwestern, urban, public, school system with a pre-kindergarten 
through eighth grade level configuration that demonstrated the greatest steady increase in 
reading test scores at or above the national means for the period o f time that included the 
1995—1996, 1996—1997, 1997—1998, and 1998-1999 school years. The baseline data for 
determining the increase were the schools’ reading test scores on the ITBS for the 1994— 
1995 school year.
The third criterion concerned the length of time that a principal had been 
supervising the school. The principal of each school needed to have been the principal of 
the school from the beginning o f the 1995-1996 school year to the time of this 
investigation. Since I was investigating schools that demonstrated increased student 
achievement over a span of time and was exploring the principals’ description of 
professional development over this time span, it was important for the leadership to be a 
constant during the span of time in which the increase took place. Also, I depended on 
the principals to describe what was done to increase student achievement at the school 
and the role of professional development in this increase; thus, it was necessary for the 
principal to have a historical perspective.
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Finally, the fourth criterion was that the principal of the three identified schools 
agreed to participate in the investigation.
Thus, the schools that were selected for this study were elementary schools in a 
Midwestern, urban, public school district that were among the ten elementary schools 
with the greatest increases in student achievement in reading as based on the ITBS, had 
the same principal beginning with the 1995-96 school year to the time of the 
investigation, and had a principal who was willing to participate in the study. If a 
principal had not been the administrator of the school since the beginning of the 1995— 
1996 term or did not agree to participate in the study, then the school with the next 
highest steady increase that represented the other criteria was selected to participate in the 
study. This process was followed until three public elementary schools were found.
Table 4 is the chart that was used to rank order the top ten schools that were 
possible participants. Schools B, C, E, and G did not meet the original criteria, leaving six 
schools (A, D, F, H, I, J) that did. However, the principals at schools D, F, and I did not 
respond to numerous attempts to schedule data collection. Thus, a fifth criterion was 
needed— response to data collection attempts. Three schools were selected for the study.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
72
Table 4
Rank Order o f  Ten Urban, Midwestern Elementary Schools
Criterion A B C D E F G H I J
Size 316 885 383 817 712 287 308 352 632 583
1995 percentage 43.3 39.6 47.7 9.2 13.0 25.9 40.6 25.8 49.0 23.6
at/above mean
1999 percentage 77.2 73.3 77.8 38.3 39.9 51.9 66.4 51.2 73.0 47.6
at/above mean
% Increase 33.8 33.7 30.1 29.1 26.9 26 25.8 25.4 24.0 24.0
Steady increase? Yes Yes Yes Yes Yes Yes Yes Yes Yes Yes
Principal since Yes No Yes Yes Yes Yes Yes Yes Yes Yes
1995?
Agreed to Yes No No Yes No Yes No Yes Yes Yes
participate?
Responded to data Yes No No Yes No Yes
collection
attempts?
To protect the anonymity of the three schools, pseudonyms were given that are 
award-winning authors of children’s literature. Thus, School A became Keats 
Elementary, School H became Cleary Elementary, and School J was identified as Sendak 
Elementary.
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Data Gathering Procedures and Instruments 
W hether using quantitative or qualitative research methods, the reciprocal and 
integrated relationship between data gathering and data analyses must be acknowledged. 
Huberman and Miles (1994) clarified this relationship when they defined data 
management as
the operations needed for systematic, coherent process of data collection, storage, 
and retrieval. These operations are aimed at ensuring (a) high-quality, accessible 
data; (b) documentation of just what analyses have been carried out; and (c) 
retention of data and associated analyses after the study is complete, (p. 428)
The data collection aspect o f inquiry demands far more than consideration o f which
instruments will provide the best source of data to respond to the research questions.
Consideration also must be given to how the data can and will be used. Neither data
collection nor data analysis can stand alone— the processes for both must reflect the
other.
As indicated previously, this study examined professional development at three, 
Midwestern, urban, public, elementary schools that demonstrated increases in student 
achievement in reading since 1995. Research on effective professional development 
served as the basis for the study of the three schools and informed data gathering 
procedures. Data gathering procedures and instruments were organized around the three 
targeted research questions that were the focus of the investigation. Table 5 summarizes 
data gathering procedures for each of the three research questions.
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Research Question 1: In three Midwestern, urban, public, elementary schools that have 
demonstrated increases in student achievement in reading since 1995, how  do principals 
describe professional development at their schools?
A one to one-and-half hour interview o f the principal at each school was used to 
gather information about principals’ perceptions concerning professional development 
and its role in increasing student achievement. These interviews took place at each school 
from January to May, 2000.
At Cleary Elementary, prior to the beginning of the interview, the principal 
requested that the assistant principal be included in the interview. This request was made 
because the principal viewed herself as ha lf o f a “team.” I agreed to the request.
Table 5
Data Gathering and Data Analysis Procedures fo r  the Research Questions
Research question Data gathering procedure Data analysis procedure
1. How do principals • Interview principals using • Transcribe interviews.
describe professional seven interview questions • Use four-step process to
development at their (Appendix C) compile, classify, and
schools? • Record principals’ analyze interview data.
responses to interview • Identify emerging and
prompts. overarching themes 
within and across 
schools in light of 
literature.
(table continues)
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Research question D ata gathering procedures Data analysis procedures
3. (see previous page) (see previous page) •  Compare to principals’
interview responses.
• Examine responses to 
other two survey 
questions to calculate 
frequency/simple 
statistics and note 
teacher statements.
In all three instances, the interview targeted seven questions and requested 
information about what was done to increase student achievement at the school, the use 
of data, and issues related to professional development (Appendix C). The questions were 
designed to encourage the principals to relate what was done to increase student 
achievement, professional development at their school, and conditions for effective 
professional development. In many instances, responses to one question naturally led to 
the integration of responses to other questions targeted for the interview. The interviews 
were tape-recorded with the permission of the principal, and notes also were taken.
Research Question 2: In the three Midwestern, urban, public, elementary schools 
identified as having increases in reading achievement, what is the nature o f  professional 
development experiences that teachers report as having an effect on their teaching 
practice? What do teachers report about (a) type o f professional development initiative 
and effect on classroom practice, (b) the reason that they participated in professional 
development and effect on their classroom practice, (c) monitoring options and effect on 
their classroom practice, (d) follow -up options and effect on their classroom practice.
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and (e) plans to examine the impact o f  professional development initiatives on student 
achievement?
Collecting data about past professional development experiences was somewhat 
problematic. The original plan to review records kept about initiatives had to be 
abandoned after discussions with the three principals because complete records about 
professional development were not kept, if records were kept at all. Certainly, principals 
could describe many of the most rigorous school-wide initiatives that took place, such as 
curriculum development, but individual experiences could not be recounted and 
reproduced with records. Thus, I decided that I would survey teachers and ask them to 
list ten professional development initiatives that they participated in during the time of 
the study. Teachers also were asked to respond to choices that asked them to indicate: (a) 
whether the initiative was one of ten different types of professional development models, 
(b) why they participated in the initiative, (c) the rationale for participating in the 
initiative, (d) the monitoring process, (e) a description of the extent to which change in 
practice took place, (f) the nature of follow-up, and (g) the plan for determining the 
impact on student achievement (Appendix E). The surveys were completed anonymously 
during a faculty meeting to encourage honest feedback and to discourage discussion 
among the teachers about the survey items.
There were flaws in this data collection design. First, some teachers did not list 
ten different initiatives. Second, it may have been more likely that teachers might list the 
most positive or negative “memorable experiences” that they had. This could have 
skewed the information they gave. Third, sometimes respondents found it difficult to 
recall experiences that took place three years earlier.
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Still, I felt it was important to gather information about those professional 
development initiatives that teachers did recall. The surveys were returned to the 
researcher for compilation and analysis at the end of the faculty meeting. The information 
collected from the surveys also was used to respond to the third research question about 
conditions for transfer.
Research Question 3: What common factors or conditions did teachers at the three 
schools report as influencing them to change their classroom practices after 
participating in professional development initiatives?
The teacher survey included three open-ended questions in addition to the survey 
items that were described previously. The three research questions were:
1. What are five factors or conditions that influence whether you change your 
classroom practices after participating in a professional development 
initiative?
2. What do you believe are the most important steps that were taken at your 
school to increase student achievement?
3. To what extent do you believe that professional development has influenced 
the increase in student achievement at your school?
These open-ended questions and the survey items were used to elicit teachers’ input 
about what they believed were conditions that influenced whether they changed their 
classroom practices after participating in professional development initiatives. These 
three open-ended questions were used also to corroborate points made during the 
principals’ interviews.
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Data Analysis
The results of the data-gathering procedures were analyzed to describe school-by- 
school research data, as well as commonalties among all three schools. The data 
analysis procedures are described question-by-question in the following section. Each of 
the three research questions required specific data analysis techniques.
Data collection procedures that were qualitative in orientation required data 
analysis that included what Miles and Huberman described as three linked components: 
data reduction, data display, and conclusion drawing/verification (1994). Data reduction 
requires the researcher to consider how to decrease the large amount of data that was 
collected. According to Miles and Huberman, the researcher could use “conceptual 
frameworks, research questions, cases and instruments” (Miles & Huberman, 1994, p. 
429). After the data were collected, data reduction could be achieved through “data 
summaries, coding, finding themes, clustering, and writing stories” (Miles & Huberman, 
1994, p. 429).
Data display, the second component o f data analysis, was described as an 
“organized, compressed assembly of information that permits conclusion drawing and/or 
action taking” (Miles & Huberman, 1994, p. 429). How does the researcher organize the 
data to facilitate “seeing” what was related by the principals and teachers?
Finally, conclusion drawing and verification requires interpretation o f the data 
that was reduced and displayed. These three components were used in the analysis of 
data collected through qualitative methodologies. Other data analysis procedures 
involved the use o f simple, descriptive statistics. A summary of data analysis procedures 
for each of the research question is provided in Table 5.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
80
Research Question 1: In three Midwestern, urban, public, elementary schools that have 
demonstrated increases in student achievement in reading since 1995, how do principals 
describe professional development at their schools?
Principal responses to questions that were asked during the interview on the 
nature of professional development were recorded, scripted, and transcribed. This 
produced a script on which to conduct data reduction, data display, and data analysis for 
the purpose of responding to this research question.
Next, a four-step, analytic inductive process was used in which all the data 
gathered through the interviews was compiled, classified, and analyzed to develop a 
description of professional development within and among the three schools. In the first 
step—  answering the research question— each of the principal’s responses to the 
interview questions was reviewed and sample responses were recorded (Appendix F).
The second step— describing, aggregating, and summarizing the data — involved 
several phases. In the first phase of this step, I re-read the literature on the nature of 
transfer, theories of adult learning, aspects o f effective professional development, teacher 
efficacy, school culture, and the principal as instructional leader to identify key ideas 
from existing bodies of knowledge. I did this out of concern that my experiences as an 
administrator, professional developer, and educational consultant might influence how I 
perceived the data. Also, I was concerned that the conceptual framework that I developed 
might influence data analysis. I hoped that a review of the literature might offset or at 
least mitigate bias that I might have.
Then, I read a transcript of a principal’s interview and highlighted what was 
deemed as reflecting the literature review or seemed to be a crucial point relevant to a 
particular interview question. Each of the highlighted areas was pasted on an index card
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that was coded to indicate the principal who made the statement and a notation was made 
on the card to summarize possible key ideas related to the quote. A fter the cards were 
created, I sorted the cards according to key ideas. This process was recursive as I sorted 
and found new ways to sort the cards to create a smaller number of groupings that 
reflected bigger, more comprehensive ideas.
The third step—  identifying emerging themes— followed after sorting the cards 
for a given school. These emerging themes were examined in light o f  National Staff 
Development Council’s Standards fo r  S ta ff Development (2001; Appendix A) and the 
literature on to the nature of transfer, theories of adult learning, aspects of effective 
professional development, teacher efficacy, school culture, and the principal as 
instructional leader.
The fourth step— refining and identifying overarching themes— depicted the 
essence of the principal’s interview. These overarching themes also summarized the 
principal’s “story” about professional development, leadership, and student achievement.
The same process of four steps was used for each of the three principals’ 
interviews. Special care was taken to avoid reviewing the emerging themes and 
overarching themes that had already been identified so that the language of the themes 
would be original and reflect the language of each principal. After all three principals’ 
interviews were analyzed, it was noted that, although many of the overarching themes 
were similar, each of the principals seemed to emphasize some themes more than others, 
reflecting important characteristics of their leadership styles. This com pleted the within- 
school analysis of the principals’ interviews.
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The across-school analysis o f the principals’ interviews was handled in much the 
same way as the within-school analysis. The cards for the three principals’ interviews 
were unsorted from the within-school sort, re-sorted to create new groups that included 
quotes from the three principals’ interviews, and combined. Again, emerging themes 
were identified, but this time the emerging themes were relevant for all three schools, as 
opposed to one school. The emerging themes were refined, and finally, across-school 
overarching themes were identified.
Two faculty members at the College of William and Mary performed a data audit 
on the within school and across school themes. The purpose of this audit was to certify 
my findings.
Research Question 2: In the three Midwestern, urban, public, elementary schools 
identified as having increases in reading achievement, what is the nature o f  professional 
development experiences that teachers report as having ait effect on their teaching 
practice? What do teachers report about: (a) type o f professional development initiative 
and effect on classroom practice, (b) the reason that they participated in professional 
development and effect on their classroom practice, (c) monitoring options and effect on 
their classroom practice, (d) follow -up options and effect on their classroom practice, 
and (e) plans to examine the impact o f  professional development initiatives on student 
achievement?
Data collected from the teacher survey on professional development initiatives 
(Appendix E) were examined and described using descriptive statistics. The process used 
Excel as a data management tool, which allowed me to record information, including 
name, type, impetus, monitoring, follow-up, student examination , and perceived effect 
on classroom practices, for each initiative listed by each teacher, at each of the three 
schools. These data cells could be isolated so that I could examine the teachers’ responses 
to each aspect of the survey, along with the effect on classroom practice that the teachers
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reported. For example, by conducting a sort that included the follow-up type for language 
arts initiatives, along with the extent of effect the teachers reported, I could calculate the 
number and percentage of language arts initiatives, with a certain type of follow-up, that 
teachers reported as having Great Effect on their classroom practices. Tables for analysis 
were then created that provided the number/percentage according to: (a) type of initiative 
and effect on classroom practice, (b) impetus and effect on classroom practice, (c) 
monitoring type and effect on classroom practice, (d) follow-up type and effect on 
classroom practice, and (e) plan to examine student achievement.
The tables for analysis were created for each of the three schools, as well as for 
across-schools. By examining the data contained by the tables, I could note trends and 
other phenomena relative to the research question in light of the National Staff 
Development Council’s Standards fo r  Staff Development (2001; Appendix A) and the 
literature on the nature of transfer, theories of adult learning, aspects of effective 
professional development, teacher efficacy, school culture, and the principal as 
instructional leader.
Research Question 3: What common factors or conditions did teachers at the three 
schools report as influencing them to change their classroom practices after 
participating in professional development initiatives?
The data collected for this research question came from the three open-ended 
questions included on the teacher survey: (a) What are five factors or conditions that 
influence whether you change your classroom practices after participating in a 
professional development initiative, (b) What do you believe are the most important 
steps that were taken at your school to increase student achievement, and (c) To what
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
84
extent do you believe that professional development has influenced the increase in 
student achievement at your school? Explain your response.
The process varied for analyzing the data from each of the three questions. The 
first question, “What are five factors or conditions that influence whether you change 
your classroom practices after participating in a professional development initiative?” 
involved data analysis procedures that were similar to those used for the principals’ 
interviews. Teachers’ responses were retyped and listed along with a coding system that 
identified the school and the teacher survey on which the condition was stated. Thus, I 
could refer back to the original survey, if I needed to. All the conditions were typed in 
listed form, school-by-school, one school at a time. Responses to the research question, 
from each of the schools, were recorded for step one of the data analysis (Appendix G).
Next, a school’s list of conditions was cut into strips so that each strip had one 
condition. After the strips were created, the strips were sorted according to similar, key 
ideas. Again, this process was recursive as I sorted and found new ways to sort the strips 
to create a smaller number of groupings that reflected bigger, more comprehensive ideas.
After the sort was completed for a given school, the third step identified emerging 
themes. These emerging themes were examined in light of the National Staff 
Development Council’s Standards fo r  Staff Development (2001; Appendix A) and the 
literature on to the nature of transfer, theories of adult learning, aspects of effective 
professional development, teacher efficacy, school culture, and the principal as 
instructional leader. Also, because the survey item generated a list of conditions that 
teachers thought supported change in classroom practices, a frequency count for similar
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conditions was made. This frequency count was recorded and influenced identification 
of the final overarching themes— the fourth step.
The same process, incorporating all four steps, was used to analyze the list of 
conditions generated by the teachers at each school, using the frequency count for 
additional guidance. Again, when identifying themes and categories for one school, 
review of themes and categories of other schools was avoided. This completed the 
within-school analysis of the conditions for change that teachers at each school reported 
and led to the across-school analysis o f conditions for change.
The across-school analysis of the conditions for change was conducted using the 
same procedures as were used for the within-school analysis. The strips were unsorted 
and re-sorted to create sorted piles that included conditions for change. A frequency 
count was conducted and the sorted piles were reviewed, combined and, again, emerging 
themes were identified that extended across all three schools. The emerging themes were 
refined and final across-school overarching themes were noted. These overarching 
themes were compared to responses that principals gave to the interview question about 
conditions for change.
The second open-ended survey question asked, “What do you believe are the most 
important steps that were taken at your school to increase student achievement?” 
Although this question did not deal directly with the research question, it indirectly 
yielded data that addressed the research question about conditions for change. A different 
data analysis technique was used. For this survey question, I noted the num ber o f times 
teachers mentioned that professional development was an important step for increasing 
student achievement at their school. This process was used for within-school and across-
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school data analysis and yielded additional information about teachers’ perceptions 
concerning the role of professional development in increasing student achievement and 
corroborated principals’ interview responses.
The third open-ended survey question, “To what extent do you believe that 
professional development has influenced the increase in student achievement at your 
school? Please explain your response,” was not as open-ended as the previous survey 
questions. This influenced how the data were analyzed. Again, this survey question was 
not directly related to a particular research question; however, it was important to 
examine teachers’ perceptions about the influence of professional development in their 
schools’ quest to improve student achievement. Also, emerging from the data that already 
had been collected and reviewed was a key idea about the role of student achievement in 
encouraging change in classroom practices. Thus, simple, descriptive statistics were 
performed for each school and across schools. Specifically, percentages were derived 
from teachers’ responses to whether they perceived that professional development 
influenced change “to no extent,” “to little extent,” “to some extent,” or “to great extent.” 
Also, when teachers explained their response, their written responses were noted for 
possible use in “making sense” of the data collected for this research.
Ethical Safeguards and Considerations 
Safeguards were implemented to protect the safety and well-being of the research 
subjects. All research subjects were fully informed and were told that they could refuse to 
participate in the study. A written, detailed description of the study's goals, 
methodology, instrumentation, and time frame was provided to central office personnel, 
principals, and teachers who participated in the study. Written consent to participate in
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the study was secured prior to the initiation of the study from the three principals and 
their staffs.
All information derived from individual research subjects was kept confidential 
and was reported anonymously. To protect anonymity, all schools, principals, and 
teachers were given pseudonyms in the write-up of the study. The study was reviewed 
and approved by the College of W illiam and Mary’s, School of Education Committee for 
Research on Human Subjects.
The Researcher as Instrument 
In an attempt to describe the three schools’ “stories” about professional 
development and conditions for change, the possible interaction of my own bias as a 
researcher with how I might interpret what was presented to me is acknowledged. Just as 
the teachers and principals came to their school communities with a set o f constructs 
shaped by knowledge and experiences previously acquired and these constructs shaped 
their perceptions about professional development and conditions for change, I too came 
to this research experience with knowledge and experiences that shaped how I perceived 
the schools’ stories. But according to Guba (1990), it is acceptable for the researcher to 
acknowledge the interaction of the researcher and the participants in the research. It is 
my hope that those who review this research will acknowledge my possible bias and will 
consider this bias in coming to some understanding of what is presented. The readers 
also will have biases that will affect their own interpretation. Still, it is important for 
readers to know my story so that they can perceive for themselves how my story might 
impact the results of this research. I invite you to read My Story in Appendix H.
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CHAPTER IV 
Results
“All good teachers seek continual professional development to address their own needs. 
The best professional development happens when the development is focused, based on 
the need o f  the individual, and well supported by colleagues, staff, and administration.
Teachers who continuously take professional development fee l em powered to make
change. ” A Keats Elementary Teacher
Increasing public concern about student achievement in schools focuses our 
attention on aspects of those schools that have increased student performance so that we 
can relate their stories to others. In the truest sense, professional development embodies 
capacity building in schools and is an important component of school improvement.
With the goal of school improvement in mind, the primary purpose of this study was to 
describe professional development at three elementary schools with increases in student 
achievement between 1995 and 1999 that are part of a large urban, M idwestern, school 
district. Specifically, this research seeks to respond to the following research questions:
1. In three, Midwestern urban, public, elementary schools that have 
demonstrated increases in student achievement in reading since 1995, how do 
principals describe professional development at their schools?
2. In three, Midwestern urban, public, elementary schools identified as having 
increases in reading achievement, what professional development experiences 
did teachers report as having an effect on their teaching practice?
a. What do teachers report about type of professional development initiative 
and effect on their classroom practice?
b. What do teachers report about the reason that they participated in 
professional development and effect on their classroom practice?
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c. What do teachers report about monitoring options and effect on their 
classroom practice?
d. What do teachers report about follow-up options and effect on their 
classroom practices?
e. What do teachers report about plans to examine the impact of professional 
development initiatives on student achievement?
3. What common factors or conditions did teachers at the three schools report as 
influencing whether they change their classroom practices after participating 
in professional development initiatives?
The data for each of the three research questions are presented school-by-school 
so that the reader can get a feel for professional development at Cleary Elementary 
(Cleary), Keats Elementary (Keats), and Sendak Elementary (Sendak). The presentation 
of the across-school comparison data for all three questions follow the school-by-school 
data.
Cleary Elementary 
Cleary Elementary: Descriptive Information
At the time of the study, Cleary Elementary (Cleary) housed 352 pre-kindergarten 
through eighth grade students in an old two-story building located in the Lakeview area 
of a large, Midwestern city. Ms. Beverly, the principal, and, at the insistence of the 
principal, Ms. Ramona, the assistant principal, participated in the study.
In 1995, 25.8% of the third through eighth grade students at Cleary scored at or 
above the national mean on the language arts portion of the Iowa Test of Basic Skills 
(ITBS). Table 6 shows descriptive statistics concerning Cleary Elementary. In 1999,
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51.2% of the third through eighth grade students scored at or above the national mean on 
the ITBS. In a four-year period, the number of students scoring at or above the national 
average in language arts scores on the ITBS increased by 25.4%. Moreover, of the 485 
elementary schools in the district, Cleary had the eighth greatest increase of test scores at 
or above the national means on the language arts portion of the ITBS. Students attending 
Cleary were taught by fourteen classroom teachers and six resource or special education 
teachers. The attendance rate for the school was 94.9%. The percentage of students from 
low-income families was 84.9%. Also, 33% of the students at Cleary were classified as 
having low English proficiency. Cleary reported a 17% mobility rate.
Table 6
Cleary Elementary: Descriptive Information
Description Number or Percentage
Student count (grade levels) 352 (PK -  8)
At or above national means 1995 25.8%
1999 at/above national means 51.2%
Raise at/above national means 25.4%
Number of classroom teachers 14
Number of resource/special education 6
teachers
(table continues)
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Description Number or Percentage
Attendance rate 94.9%
Low income 84.9%
Limited English proficiency 33%
Mobility rate 17%
Research Question 1: Cleary Principal’s Description o f  Professional Development
The interview of the principal of Cleary Elementary started off differently than
expected. This is because Ms. Beverly began the interview by stating,
I wouldn’t be functioning in isolation and have the kinds of changes that we’re 
having and I work closely with my assistant principal who is a co-instructional 
leader here and the reasons she is here is specifically for that...that’s why I 
selected her. So I don’t know if this fits into the frame in terms of the questioning 
part here. But it might be wise to have Ms. Ramona and I together because I 
think you are going to have a fuller answer because we have a team approach so 
when we make real decisions about what kinds of things w e’re going to do to 
promote change...I don’t do that without her.
Thus, before being asked the first interview question, Ms. Beverly went to get Ms.
Ramona, the assistant principal, so that participate in the interview.
Six overarching themes emerged from the interview of the principal and assistant
principal about professional development at Cleary Elementary. These themes described
characteristics of professional development and leadership at Cleary and are supported
through the data review that follows:
1. Communicates high expectations and professional development is a
vehicle for supporting high expectations.
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2. Maintains an instructional leadership focus and emphasizes administrative 
routines that supported and fostered the staffs’ instructional abilities.
3. Links professional development to student achievement.
4. Incorporates broad view of professional development to guide school
improvement and focus on instruction.
5. Seeks and develops resources to support staff growth.
6. Views conditions for change in cultural context and shapes supportive
school cultural norms.
Table 7 provides an overview of the six themes.
Table 7
Cleary Elementary: Emerging and Overarching Themes from  Principal’s Interview
Supportive Data Emerging Themes Overarching
Themes
• Hires and dismisses teachers • Hard work ethic • Communicates high
• Aligns curriculum to reflect • High expectations for self expectations and
high expectations • High expectations for others uses professional
• Describes long hours • Link between professional development to
• Communicates expectation development and excellence sustain expectations.
for staff to develop
instructionally
(table continues)
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Supportive Data Emerging Themes Overarching
Themes
• Hires and dismisses teachers • Instructional leadership • Maintains an
• Sees instructional leadership focus instructional
as most important role • Recasting of administrative leadership focus and
• Models continued growth routines emphasizes
• Models reflective practice • Emphasis on staff administrative
• Discusses initiatives in light instructional abilities routines that support
of instruction • Development of staffs’ and foster the staffs’
instructional abilities instructional
abilities
• Describes watershed initiative • Examination of test data • Links professional
• Describes examination of • Inspection of student work development to
student work • Data analysis by staff student achievement
• Responds to adult learners • Adult learner characteristics • Incorporates broad
• Reflects on the school change • Reflection for staff growth view of professional
• Uses conversation to foster • Integrated instructional development to
the s ta ffs  instructional focus. focus guide school
• Integrates school • Job embedded focus improvement and
improvement • Conversation for focus on instruction
• Uses inquiry to shape s ta ffs professional development
professional development • School change through 
professional development
(table continues)
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Supportive data Emerging themes Overarching
themes
• Examines resources to • Time as a resource •  Seeks and develops
develop curriculum • Development of teacher resources to support
• Hires assistant principal with support resources staff growth
expertise in literacy and • Fiscal resources
professional development
• Develops teacher supports
• Engages in grant writing
• Engages in alternative
scheduling
• Respects open, honest • Use of school culture •  Views conditions
communication terminology for change in
• Engages in shared decision • Identification of supportive cultural context and
making cultural norms shapes supportive
• Promotes collaboration • Role in shaping supportive school cultural
• Engages in celebration cultural norms norms.
•  Communicates high • Change in a cultural context
expectations
• Protects what’s important
The first interview question asked what was done to increase student achievement 
at Cleary Elementary. Ms. Beverly, the principal, took the lead in answering this 
question. Her initial response became an overarching theme that integrated her role as
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instructional leader with the description of professional development at Cleary 
Elementary. The resounding theme of high expectations was communicated in much of 
what was expressed: high expectations of self, of staff, and of students. For example, Ms. 
Beverly said:
The First thing I did, and I think this is where the change process started in my 
principalship, was look at the staff that existed and use their knowledge of who I 
was, in terms of I think my passions, which they knew was definitely in the area 
of literacy development. And also in terms of how hard I was going to work 
towards that as an individual— what my level of personal commitment was, which 
I think is very, very high— in my opinion, at any cost.
This message o f urgency also was articulated in expectation of staff. Ms. Beverly
communicated that excellence had to be achieved in an arena that went beyond the
confines of classroom walls:
And so coming every day and doing your job  and going home is not enough. 
‘Cause I think that working hard means having a sense of urgency, having a sense 
that unless children are performing at a higher level than they were when I saw 
them at the beginning of the year, unless I’m part of the life of the school, unless 
I’m contributing inside my classroom and outside in a larger arena of the school. 
I’m not working as hard as I can work.
Both the principal and the assistant principal described how students provided the
unifying focus of high expectations. In describing the importance of high expectations
for students, the principal stated:
It’s easy to let them come into your room and sit as long as they’re quiet; it’s 
harder if  you expect then to come in your room and quiet isn’t enough. So the line 
is between, I am in my classroom doing my job, and saying I feel this sense of 
urgency that something has to happen with the children in this building.
The assistant principal extended this notion that the school was focused on high
expectations for the sake of students and suggested how professional development, when
viewed in a broad sense, became a vehicle for achieving high expectations when she said:
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“Were we expecting the highest we could expect and offering the most rigorous
curriculum to our students?”
It became clear through the interview that professional development was seen as a
vehicle for supporting high expectations and the principal expected teachers to want to
develop professionally, for the sake of students:
What am I expecting? Are you meeting that expectation? Are you willing to? 
What do you need to meet it? And if you don’t, what are the repercussions? And 
is this a building where you can maintain your comfort if you don’t? ...W e expect 
the staff to continue to grow. We don’t pay stipends to teachers.
What emerged from the interview was the idea that high expectations, as related
to what should be done for “kids’ sake,” provided the impetus for professional
development. The administrators’ unified voices were pragmatic in their focus on
professional development— “We engage in professional development because we expect
the best of ourselves and of our students.”
A second overarching theme became evident in light of this idea that professional
development supported high expectations. Both administrators maintained an
instructional leadership focus and emphasized administrative routines that supported and
fostered the staffs’ instructional abilities. Indeed, the principal stated, “The most
important role I have is as instructional leader.” Even from the beginning of her
principalship, Ms. Beverly maintained:
I came as a teacher practitioner, driven in terms of the language arts, with a very 
strong knowledge base and teaching base, with some ideas about where we should 
be going...looking at what we were doing with our children day-by-day. What 
kinds of materials are we using? What resources bring about good instruction?
Furthermore, Ms. Beverly initiated personnel practices that reflected the seriousness with
which she viewed her role as instructional leader:
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I did feel that there were some staff that I had to be very honest with about what I 
would expect as a principal— what I would do to support them to effect those 
changes, but it was not optional whether the changes would occur or not.. .1’ ve 
counseled two retirements where I knew they weren’t quite ready, although they 
had the number of years required. And I felt that I had done everything to support 
them to improve and it wasn’t happening at the level that I felt was acceptable.
Ms. Beverly revealed another example of how her role as instructional leader informed
personnel practices when she described hiring Ms. Ramona, the assistant principal:
We met as professionals, formed a collaboration out of mutual respect, did a lot of 
work together. And then when I asked (Ms. Ramona) for the third time if she 
would come to (Cleary) school as assistant principal, and I told her it would be the 
last time I would ask and I meant it. I needed her badly and I knew I d id ...that’s 
part of staff development too— I knew what I needed and I needed (Ms. Ramona).
Ms. Ramona, the assistant principal, echoed Ms. Beverly’s emphasis on
instructional leadership and added that, as instructional leaders, they had an obligation to
continue their own professional growth:
And so when I came here, I had the knowledge base of what I had done at two 
other schools I felt successful with. In conjunction with that, I also began to teach 
classes for Illinois Writing Project, as an example. So I began to be a teacher of 
teachers, so-to-speak. And that — I feel very strongly about continuing my 
professional growth because it’s through my own professional growth, I can help 
more teachers and ultimately affect the children.
Ms. Beverly agreed with Ms. Ramona, saying, “We are full participants in all
professional development. The staff knows we are interested. Also we nudge them in a
certain direction sometimes.”
A picture of the administrators’ point of view as instructional leaders began to
emerge. “Nudging (teachers) in a certain direction” took on several tasks including
providing a vision for change. When the principal was asked what she thought were
conditions for change in classroom practices, she replied:
If teachers see a need— but sometimes it is my job to help teachers see a need. 
Staff development evolves out of the school improvement plan. We plan next
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steps— they flow out of the plan. We match professional development and need—  
I insist on going back to the research. Everything flowed through languages arts at 
first.
The principal also described how nudging took on other forms, whether modeling—“we
do a lot of modeling and working with teachers as a partner. Sometimes teachers will ask
us to come and sometimes we go on our own”— or looking for evidence of transfer— “ I
know if it (staff development) works by how much it is implemented in the classroom
W e’re constantly looking for messages of transfer—formal and informal.”
The assistant principal reiterated that, as instructional leaders, it was their job to
help teachers see a need and move them forward. Ms. Ramona described the facilitator
role she assumed in this process when she stated, “So you have to kind of facilitate and
hear where they are, where do they think they want to go, and then come together and
decide how they are going to get there.”
The third overarching theme that was derived from statements made during the
interview was that the administrators linked professional development to student
achievement in multiple ways. When asked how data were used at the school, the
principal described a watershed event and, at one point, started crying:
So the last piece on standards and expectations was that third year I brought in ...I 
felt that the staff was ready. I really did wait until I felt the staff was ready 
because I felt that if I did it earlier, when I had considered it, that what I would do 
is shut the conversation down because people would not accept it. Would say it 
isn’t what the children are really doing, and the conversation would end. So when 
I felt that it wouldn’t end, we could actually look at it together, I brought in the 
trend analysis for our scores. I brought in what the Board was providing at that 
time which was how are your students performing who are what they call stable 
populations, which means that they’ve been in your school from October through 
the date of the testing, versus those who are not stable which means that they’ve 
been there for a lesser amount of tim e... And I put those on overheads and came in 
one afternoon for staff development meeting and put it up and said, ‘Let’s take a 
look at what we have.’ I put up the chart tablet and asked the teachers to tell me 
what they saw. And I started putting the overheads up there and said, ‘Throw out
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some comments. What do you see?’ They mentioned this or that and this is not 
new and so forth. Then we looked at the stable versus the non-stable and it started 
to change the conversation because all of a sudden one of the teachers kind of 
gasped and then somebody else gasped. I still get emotional (starts to tear up and 
cry) It was an amazing meeting. We all cried at that m eeting... So what happened 
is that the staff said, ‘the longer a child is at (Cleary), the worse he does.’ That’s 
what they said. (Continues to cry). Somewhere you have to have that moment if 
you’re going to have real change.
According to both the principal and the assistant principal, this watershed moment
led to a major professional development initiative that changed the focus of the school—
they embarked on the re-articulation of standards so that they raised their level of
expectations for students. As the assistant principal reported:
They said, what w e’re really working for, what we really want, we understand, we 
know how hard w e’re working, why isn’t it reflected in any of these test scores, 
because we know what we’re doing? So when we started looking at— I said first I 
think we need to start by— let’s take a look at what (our district’s) standards are, 
what the curriculum says that we ought to be doing in each of our classrooms. 
W hat nationally, what any other state— we looked at curriculum from anywhere 
we could find, from suburbs, from everywhere. W e started to write our own.
This initial venture into using data directed the Cleary staff to curriculum writing
as professional development and the practice of using data to make informed decisions
continued. As reported by the principal:
Now first of all, we absolutely use the ISAT scores and the ITBS to provide a 
very real measure o f how our children are performing, not only as a group, very 
much as a group, but also individually. Then o f course tempered with teacher 
comments and what we know about the child and that day, etc.
Moreover, the belief in examining data led to a broader use of data. As described by the
principal:
So in addition to that, I think that we do use work samples in a way we didn’t use 
it before — before, it was handed in, it was done, let’s check it, and move on. Now 
we say, ‘was there any thought put into this work? Is there any critical thinking, 
or did the child just finish the assignment?’
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Thus, high expectations became articulated and implemented by instructional
leadership that used data to inform professional development. Examining the parameters
that the administrators established for professional development led to the identification
of the fourth overarching theme— the administrators incorporated a broad view of
professional development to focus on instruction and to guide the classroom change
process. Indeed, at the beginning of the interview the assistant principal said, “I just have
one question. Does your study address the area of informal staff development?” What
was heard throughout the interview was that teachers were engaged in many kinds of
professional development experiences that went beyond the realm of workshops and that
standards had become the unifying focus for various initiatives. The principal made a
strong statement about the crucial role that standards played in professional development:
But I feel strongly that without the standards and expectations piece, staff 
development, in any of its forms, for any of its reasons, without the parallel of 
accepting a new level of standards and expectations and working toward how you 
would define what that is— is a critical piece of that larger picture about the 
change process.
In line with this thinking about standards, the assistant principal reported,
So when I came here, it was during the summer and Ms. (Beverly) asked me to 
facilitate a team of teachers that were rewriting a language arts curriculum...grade 
level things that ought to happen at different grade levels in the way of listening, 
reading, writing, and speaking.
Furthermore, the assistant principal reported that curriculum writing led to assessment
development as a professional development endeavor: “So we developed these rubrics
and along with the curriculum, we also developed what we called teacher helps.”
Professional development took other forms as well, such as conversation, inquiry,
analysis of writing, selection of philosophically “in sync” materials, data analysis, and
reflection about best practices. As mentioned by the principal, we were “looking at what
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do best practices look like, looking at what does instruction look like today in our 
classrooms, and what might we hope that it would look like in the future?” The 
assumption of a broad view of professional development was an important theme for 
Cleary Elementary. The principal summed it up best when she said, “I have 99% 
participation. Staff development comes out of the teachers’ work. Teachers showing us 
this is a need.”
The message that the administrators communicated was that they were committed 
to promoting classroom change using a variety o f professional development methods. 
They also reported that the provision of professional development implied an important 
administrative task that became the fifth overarching theme—the administrators actively 
sought resources that would support continued staff growth in instruction. These 
resources took many forms but particularly emphasized time as a resource. The 
administrators gave teachers time to collaborate professionally by removing some of their 
supervisory duties and by restructuring the school day, a move that was supported 100% 
by the staff:
We do have the restructured day. We bank so many minutes a day so that the 
children go home half-day, once a month and we have staff development. I would 
actually like to have it a little more frequently based on the number of minutes 
we’re collecting.
Time was not the only resource that was secured for professional development.
As reported by Ms. Beverly, “Grant writing is used to a great extent to get staff 
development and the staff participates in grant writing. For example, we got $45,000 
from a technology grant.” It was clear from this statement and from other statements as 
well that staff members were viewed as important resources.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
102
The sixth and final overarching theme incorporated the idea that conditions for 
change were seen in a cultural context. Administrators shaped cultural norms that 
promoted and supported professional growth. For example, the principal discussed the 
importance of engaging staff in shared decision making when she described conditions 
for classroom change: ‘Teachers also have to have a sense of control— efficacy about 
control of resources. When teachers are part of decision-making it makes a difference.” 
The principal also cited collegiality as another important condition for change 
fostered by professional development at Cleary: ‘T here  has to be a valuing of colleagues 
and the design of the classroom in mind. If teachers can come away with ideas from each 
other—there should be collaboration during professional development— sharing time.” 
Teachers also were encouraged to take risks by attempting new instructional 
strategies. The principal remarked that one condition for change was that teachers 
needed “the opportunity to take risks— creating the need for taking risks.”
Finally, on a lighter note, the principal identified the role of celebration in 
professional development, thereby identifying a cultural norm that promotes growth in 
learning: “Celebration is part of professional development. When you celebrate you show 
your staff and students that you value what they are doing.”
Cleary Elementary: Summary o f Data fo r  Research Question 1
What emerged from the interview of the administrators at Cleary Elementary 
were six overarching themes that described practices that were implemented to encourage 
professional growth. These themes, shown in Table 7, reflected how the principal and 
assistant principal shaped, guided and implemented professional development.
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Research Question 2: Cleary Teachers' Description o f  Professional Development 
Initiatives
Teachers at Cleary Elementary were given a survey to complete during a faculty 
meeting in which neither the principal nor the assistant principal was present (see 
Appendix E). Each teacher was asked to list 10 professional development initiatives he or 
she participated in and to indicate the type of initiative, impetus, monitoring type, follow- 
up, and plan for examining student achievement that was associated with each initiative. 
Moreover, teachers were asked to report the effect on classroom practices that the 
initiative had by checking one of four ratings: “ no extent,” “little extent,” “some extent,” 
or “ great extent.”
The results of the teachers’ survey about professional development initiatives and 
effect on classroom practices are presented next. Professional development initiatives 
were divided into two types— those related to language arts and those that were not 
directly related to language arts. Because this school was chosen for study based on its 
increases in language arts student achievement, distinguishing the two types o f initiatives 
was appropriate, especially when the teachers were specifically asked to indicate 
language arts initiatives. However, because many teachers included other kinds of 
initiatives and some articulated that initiatives were integrated to some extent, it was 
determined that the data about professional development other than language arts would 
be included.
When reporting types o f professional development experiences that they 
participated in, teachers at Cleary chose from 10 choices: “workshop,” “conference,” 
“graduate class,” “curriculum development,” “assessment development,” “individual 
professional development,” “school improvement,” “professional book talk,” “action
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research,” and “observations” (Table 8). A sort was conducted so that the researcher 
could examine initiative type and the effects that teachers reported on their classroom 
practices.
As Table 8 indicates, the most frequently listed type of professional development 
initiative was the language arts “workshop” (LA), showing a total of 32 reported items. 
The next most frequently listed types of initiative were language arts “curriculum 
development” (LA; 22) and “workshops” (other; 18) for initiatives other than language 
arts. “Assessment development” (other), “individual professional development” (LA), 
and “action research” (LA) were listed least often, each only having a count of one. One 
person wrote in “present workshop” (LA) and three teachers wrote in “team taught” 
(other) as professional development initiatives.
Several types of professional development did not produce many teacher 
responses and it was felt that percentages or rankings based on these items might be 
misleading. Thus initiatives with five or less were eliminated from a consideration of 
initiatives having the greatest “great effect” . After eliminations, the Cleary teachers 
identified five initiatives that had the greatest “great effect” on their classroom practices: 
language arts “graduate class” (6/75.0%), language arts “curriculum development” 
(15/68.18%), language arts “workshop” (16/50.0%), language arts “school improvement” 
(5/45.45%), and other “graduate classes” (5/41.67%). The type of initiative that teachers 
reported as having “great effect” the least often was other “workshops” (2/11.11%).
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Table 8
Cleary Elementary: Teachers ’ Perceptions About Types o f  Professional Development 
Initiatives and Effect on Classroom Practices
Type of professional development 
initiative
Total
Nbr
#/%
No
effect
#/%
Little
effect
#/%
Some
effect
#/%
Great
effect
Workshop (LA) 32 0 5/15.63 11/34.38 16/50.0
Workshop (other) 18 4/22.22 0 12/66.67 2/11.11
Conference (LA) 4 1/25.0 0 0 3/75.0
Conference (other) 5 1/20.0 0 3/60.0 1/20.0
Graduate class (LA) 8 0 0 2/25.0 6/75.0
Graduate class (other) 12 0 0 7/58.33 5/41.67
Curriculum development (LA) 22 0 0 7/31.81 15/68.18
Curriculum development (other) 4 1/25.0 0 2/50.0 1/25.0
Assessment development (LA) 5 1/20.0 0 1/20.0 3/60.0
Assessment development (other) 1 0 0 0 1/100
Indiv. professional development3 (LA) 1 0 0 0 1/100
Indiv. professional development3 (other) 2 0 0 1/50.0 1/50.0
School improvement15 (LA) 11 3/27.27 0 3/27.27 5/45.45
School improvementb(other) 16 6/37.5 0 4/25.0 6/37.5
Professional book talk (LA) 11 3/27.27 1/9.09 3/27.27 4/36.36
Professional book talk (other) 0 0 0 0 0
(table continues)
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Type of professional development 
initiative
Total
Nbr
#/%
No
effect
#/%
Little
effect
#/%
Some
effect
#/%
Great
effect
Action research (LA) 1 0 0 0 1/100
Action research (other) 2 0 0 1/50.0 1/50.0
Observations (LA) 3 0 0 3/100 0
Observations (other) 2 0 0 1/50.0 1/50.0
Present workshop (LA) L 0 0 0 1/100
Team taught (other) 3 0 0 0 3/100
Note. “I n d iv .  p r o f e s s io n a l  d e v e l o p m e n t  =  in d iv id u a l  p r o f e s s io n a l  d e v e l o p m e n t  w h i c h  c a n  b e  in  th e  fo r m  o f  
p r o f e s s i o n a l  d e v e lo p m e n t  p o r t f o l io s  o r  p r o f e s s i o n a l  d e v e l o p m e n t  p la n s .  I n d iv id u a l  p r o f e s s io n a l  
d e v e l o p m e n t  i s  p la n n e d  a n d  i m p le m e n t e d  b y  a n  in d iv id u a l  s t a f f  m e m b e r ,  w ith  o r  w i t h o u t  g u id a n c e  f r o m  
o t h e r s .  I n d iv id u a l  p r o f e s s io n a l  d e v e l o p m e n t  f o c u s e s  o n  c o n t e n t  o r  s k i l l s  a n  in d iv id u a l  s t a f f  m e m b e r  h a s  
id e n t i f i e d .  bS c h o o l  im p r o v e m e n t  =  a  p r o f e s s i o n a l  d e v e l o p m e n t  in i t ia t iv e  is  i d e n t i f i e d  b y  s o m e  k in d  o f  
p la n n in g  to  im p r o v e  s o m e  a s p e c t  o f  t h e  s c h o o l .  S c h o o l  im p r o v e m e n t  i n v o l v e s  a  c o h e s i v e  g r o u p  o f  s t a f f  
m e m b e r s  s u c h  a s  s c h o o l  p la n n in g  o r  p r o f e s s i o n a l  d e v e l o p m e n t  t e a m . T h e  p la n n in g  b y  t h e  g r o u p , in  a n d  o f  
i t s e l f ,  b e c o m e s  a  p r o f e s s io n a l  g r o w t h  e x p e r i e n c e .
Data also were aggregated for professional development initiatives that were 
language arts related (LA) and those that were not language arts related (other). Table 9 
indicates that teachers from Cleary Elementary reported a total of 164 professional 
development initiatives; 60.37% of those initiatives were language arts related, 39.63% 
were devoted to topics that were not language arts related. Moreover, teachers reported 
that, overall, languages arts related professional development had the greatest effect on 
classroom practices (55/55.56%).
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Table 9
Cleary Elementary: Language Arts and Other Professional Development Initiatives and  
Their Effect on Teacher Change by Group
Initiative
group
#/% 
No effect
#/%
Little
Effect
#/%
Some
effect
#/%
Great
effect
Total
number
of
initiatives
Percentage 
of total 
initiatives
LA 8/8.08 6/6.06 30/30.30 55/55.56 99 60.37%
Other 12/18.46 0 32/49.23 21/32.31 65 39.63%
TOTAL 20/12.20 6/3.66 62/37.80 76/46.34 164 100%
The next aspect of professional development that was examined was impetus for 
professional development and effect on classroom practices. Impetus represents the 
reason that teachers participated in the initiative. Teachers were given five possible 
reasons for participating in an initiative: “mandatory attendance,” “ interest,” “self- 
improvement,” “student improvement,” “administrative interest/concern,” or 
“colleagues.”
The responses given by Cleary teachers concerning impetus for participation and 
effect on classroom practice yielded some interesting results (Table 10). Note that several 
impetus types did not produce many teacher responses and percentages or rankings based 
on these items might be misleading. Therefore the number of responses is included with 
the percentages. Cleary identified the impetus with the greatest effect for language arts 
(number/percentage in parenthesis) as “interest” (26/100%) and the impetus with the 
greatest effect for other initiatives as “student improvement” (3/50.0%). The second and 
third places for language arts impetus were “student improvement” (7/87.5%) and “self 
improvement” (3/75.0%), respectively. For other professional development, “interest”
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and “self-improvement” (6/28.57% and 2/28.57% respectively) tied for second and 
“mandatory attendance” (5/27.78%) was third. The impetus for which teachers reported 
the largest “no effect” for language arts was “mandatory attendance” (7/16.67%). For 
other initiatives, the largest “no effect” also was for “mandatory attendance” (6/33.33%). 
Other impetus types producing “no effect” for other initiatives were “interest” (2/9.52), 
and “administrative interest/concern” (2/14.29). One person reported that an initiative in 
language arts produced “ little effect.” Table 10 provides an overview of the results.
If one examines the rank order for both frequency of use and “great effect,” some 
interesting observations can be made about reason for participation. For the language arts 
initiatives, teachers reported reasons for participation (number/% in parentheses) in the 
following order: “mandatory attendance” (42/50.0%), “interest” (26/30.95%), “student 
improvement” (8/9.52%), “self-improvement” (4/4.76%), “administrative 
interest/concern” (4/4.76%), and “colleagues” (0). For other types of initiatives reasons 
for participation were “interest” (21/30.88), “mandatory attendance” (18/26.47%), 
“administrative interest/concern” (14/20.59%), “self-improvement” (7/10.29%), “student 
improvement” (6/8.82%), and “colleagues” (2/2.94%).
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Table 10
Cleary Elementary: Teachers’ Perceptions About the Effect o f  Reason fo r  Participation 
in Professional Development Initiatives on Classroom Practices
Reason for participation Total
#/%a
#/% b
No
effect
# /% b
Little
effect
# /% b
Some
effect
# /% b
Great
effect
Mandatory attendance (LA) 42/50.0 7/16.67 3/7.14 18/42.86 14/33.33
Mandatory attendance (other) 18/26.47 6/33.33 0 7/38.89 5/27.78
Interest (LA) 26/30.95 0 0 0 26/100
Interest (other) 21/30.88 2/9.52 0 13/61.90 6/28.57
Self-improvement (LA) 4/4.76 0 1/25.0 0 3/75.0
Self-improvement (other) 7/10.29 0 0 5/71.43 2/28.57
Student improvement (LA) 8/9.52 0 0 1/12.5 7/87.5
Student improvement (other) 6/8.82 0 0 3/50.0 3/50.0
Admin, interest/concern (LA) 4/4.76 0 0 1/25.0 3/75.0
Admin, interest/concern c (other) 14/20.59 2/14.29 0 11/78.57 1/7.14
Colleagues (LA) 0 0 0 0 0
Colleagues (other) 2/2.94 0 0 2/100 0
Note. =  p e r c e n t a g e s  b a s e d  o n  th e  to ta l n u m b e r  o f  l a n g u a g e  a r ts  o r  o t h e r  in i t ia t iv e s .  b% = p e r c e n t a g e s  
b a s e d  o n  t h e  t o ta l  f r e q u e n c y  o f  im p e tu s  ty p e . c A d m in .  i n t e r e s t / c o n c e r n  =  A d m in is tr a t iv e  in t e r e s t / c o n c e r n .
A ranking of impetus according to “great effect” yields different results. In part 
this may have been because of the differences in frequency that teachers reported impetus 
types. In some cases percentages were based on small frequencies that could be 
misleading. Table 11 includes data about frequency and percentages for both use and 
reported “great effect” for each impetus type.
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For language arts, the ranking according to impetus and “great effect” 
(number/percentage in parentheses) is “ interest” (26/100%), “student improvement” 
(7/87.5%), “administrative interest/concern” (3/75%), “self-improvement” (3/75%), 
“mandatory attendance” (14/33.33%), and colleagues (0/0%). For other initiatives, the 
ranking of percentages according to impetus and “great effect” is “student improvement” 
(3/50.0%), “interest” (6/28.57%), “self-improvement” (2/28.57%), “mandatory 
attendance” (5/27.78%), “administrative interest/concern” (1/7.14%), and “colleagues” 
(0). Table 11 provides a comparison o f the data.
Table 11
Cleary Elementary: Rank Ordered Comparison o f  Reason fo r  Participation Frequency 
and "Great E ffec t” in Language Arts and Other Initiatives
Rank
order
Ranking of LA 
initiatives by 
frequency of use 
(#/% a)
Ranking of LA 
initiatives by 
“great effect” 
(#/% b)
Ranking of other 
initiatives by 
frequency of use 
(#/%a)
Ranking of other 
initiatives by 
“great effect” 
(#/%b)
1 M (42/50.0) 1(26/100) 1(21/30.88) ST (3/50.0)
2 I (26/30.95) ST (7/87.5) M (18/26.47) I (6/28.57) &
S (2/28.57)
3 ST(8/9.52) A & S (3/75.0), A (14/20.59) M (5/27.78)
4 S & A (4/4.76), M (14/33.33) S (7/10.29) A (1/7.14)
5 C (0 ) C (0) ST (6/8.82) C (0 )
6 C (2/2.94)
Note.
M  =  M a n d a to r y  a t t e n d a n c e  
I =  I n te r e s t
S  =  S e l f - i m p r o v e m e n t  
S T  =  S t u d e n t  im p r o v e m e n t  
A  =  A d m in i s t r a t iv e  in t e r e s t / c o n c e r n  
C  =  C o l l e a g u e s
3 % = p e r c e n t a g e  f o r  u s e  o f  i m p e t u s  t y p e  is  b a s e d  o n  
t h e  to ta l  n u m b e r  o f  l a n g u a g e  a r t s  o r  o t h e r  in it ia t iv e s  
b 7o =  p e r c e n ta g e  f o r  im p e t u s  t y p e  w it h  “ g r e a t  
e f f e c t ”  i s  b a se d  o n  to ta l  f r e q u e n c y  o f  t h e  im p e tu s  
t y p e
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As can be seen from the data exhibited, although “mandatory attendance” was the 
most frequent reason that teachers at Cleary gave for participating in language arts 
initiatives, teachers reported that “interest” yielded the best results in terms of “great 
effect” on change in classroom practices. Teachers reported that participation due to 
“interest” had “great effect” on classroom practices 100% of the time. This differed from 
other initiatives in which “interest” was the most frequent reason for participation and 
“student improvement” was reported to have the most frequent “great effect” on 
classroom practices. For both language arts and other initiatives, participation due to 
“colleagues” was reported to have the least “great effect” on teachers’ classroom 
practices.
Professional development monitoring was examined at Cleary as well. Although 
there was some overlap between monitoring and follow-up, monitoring was viewed as 
what was done to communicate to teachers that they were expected to attempt to use what 
was taught through professional development initiatives and that their attempts would be 
monitored in some manner. For the most part, monitoring differed from follow-up in that 
monitoring focused on what was done to encourage teachers to even attempt new 
strategies and did not focus on coaching the teacher to improve how  they were using the 
techniques, even though one choice that teachers had for monitoring was “expected, 
observed, feedback.” Other possible monitoring choices were “no expectation,”
“expected but not monitored,” “expected with discussions,” and “expected and had to 
teach.” The data for language arts initiatives were distinguished from the data about 
other initiatives.
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Table 12 provides an overview of the results from the sort for expectation of use 
(monitoring) and effect on classroom. Keep in mind that some monitoring types produced 
few teacher responses and resulting percentages could be misleading. Thus, the number 
and percentage is included. For language arts initiatives, responses about monitoring type 
with “great effect” were ordered from largest “great effect” to least “great effect” as 
follows (number/percentage in parenthesis): “expected, had to teach” (15/88.24%), 
“expected, observed, feedback” (9/75.0%), “expected, discussions” (7/46.67%), 
“expected, not monitored” (17/45.95%) and “no expectation” (5/37.71%). For other 
initiatives, the rank order is “no expectation” (5/45.45%), “expected, observed, feedback” 
(2/28.57%), “expected, had to teach” (1/20.0%), “expected, not monitored” (4/17.39%), 
and “expected, discussions” (1/14.29%). One person wrote in “grant implementation” as 
a monitoring type.
Notation was made about monitoring types producing “no effect.” The monitoring 
type producing the largest “no effect” for language arts initiatives was “no expectation” 
with 2 items or 14.29% of all the “no expectations” that were reported. Other language 
arts iniatives with monitoring types having “no effect” were “expected, not monitored” 
and “expected, discussions.” “Expected, not monitored” was associated with 4 initiatives, 
having “no effect,” which was 10.21 % of initiatives with this monitoring type.
“Expected, discussions” had 2 items, consisting of 13.33% of initiatives associated with 
this monitoring type. One person reported “no effect” for a language arts initiative 
associated with “expected, observed, feedback.” For other initiatives, type with greatest 
“no effect” was “expected, not monitored” with 7 items including 30.43% of all the
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“expected, not monitored” monitoring types reported. “No effect” also was reported for 
other initiatives associated with “no expectation” (2/18.18%).
Table 12
Cleary Elementary: Teacher Perceptions About the Effect o f  Monitoring Types on 
Classroom Practices
Monitoring type (type of initiative) Total
#/%a
#/%°
No
effect
#/%  b 
Little 
effect
# /% b
Some
effect
# /% b
Great
effect
No expectation (LA) 14/14.74 2/14.29 3/21.43 4/28.57 5/37.71
No expectation (other) 11/20.37 2/18.18 0 4/36.36 5/45.45
Expected, not monitored (LA) 37/38.95 4/10.21 3/8.11 13/35.14 17/45.95
Expected, not monitored (other) 23/42.59 7/30.43 0 12/52.17 4/17.39
Expected, observed, feedback (LA) 12/12.63 1/8.33 0 2/16.67 9/75.0
Expected, observed, feedback 7/12.96 0 0 5/71.43 2/28.57
(other)
Expected, discussions (LA) 15/15.79 2/13.33 0 6/40.0 7/46.67
Expected, discussions (other) 7/12.96 0 0 6/85.71 1/14.29
Expected, had to teach (LA) 17/17.89 0 0 2/11.76 15/88.24
Expected, had to teach (other) 5/9.26 0 0 4/80.0 1/20.0
Grant implementation (other) 1/1.85 0 0 0 1/100
Note. a % b a s e d  o n  t h e  t o ta l  n u m b e r  o f  la n g u a g e  a r ts  o r  o t h e r  i n i t i a t i v e s . b % b a s e d  o n  th e  to ta l  f r e q u e n c y  
o f  m o n it o r in g  t y p e
When rank-ordered frequency of monitoring type is compared with rank-ordered 
monitoring type and “great effect,” the results differ. As can be seen in Table 13, 
“expected, not monitored” was the most frequent form o f monitoring for language arts 
(number/percentage in parenthesis) (37/38.95) and for other types (23/42.59) as well.
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The next most frequent form of language arts monitoring was “expected, had to teach to 
others” (17/17.89) and for other initiatives, “no expectation” (11/20.37). The least 
Table 13
Cleary Elementary: Rank Ordered Comparison o f  M onitoring Type Frequency and 
“Great Effect" fo r  Language Arts and Other Professional Development Initiatives
Rank
order
Ranking of LA 
initiatives by 
frequency of use 
(#/%a)
Ranking of LA 
initiatives by 
“great effect” 
(#/%b)
Ranking of other 
initiatives by 
frequency of use 
(#/%a)
Ranking of other 
initiatives by 
“great effect” 
(#/%b)
I EN (37/38.95) T (15/88.24) EN (23/42.59) N (5/45.45)
2 T (17/17.89) O (9/75.0) N (11/720.37) 0  (2/28.57)
3 D (15/15.79) D (7/46.67) O (7/12.96), T (1/20.0)
D (7/12.96)
4 N (14/14.74) EN (17/45.95) T (5/9.26) EN (4/17.39)
5 0(12/12 .63) N (5/37.71) D (1/14.29)
Note.
N  =  N o  e x p e c t a t io n
E N  =  E x p e c t e d ,  N o t  m o n i t o r e d
O  =  E x p e c t e d ,  o b s e r v e d ,  f e e d b a c k
D  =  E x p e c t e d ,  d i s c u s s i o n s
T  =  E x p e c t e d ,  h a d  t o  t e a c h  t o  o t h e r s
1 % =  P e r c e n t a g e  f o r  u s e  o f  m o n it o r in g  t y p e  i s  b a s e d  
o n  th e  t o t a l  n u m b e r  o f  la n g u a g e  a r ts  o r  o th e r  
in i t i a t iv e s
b % =  P e r c e n t a g e  f o r  m o n it o r in g  t y p e  w it h  “g r e a t  
e f f e c t ”  i s  b a s e d  o n  to ta l  f r e q u e n c y  o f  t h e  m o n i t o r in g  
t y p e
frequently used form of monitoring for language arts was “expected, observed, feedback” 
(12/12.63) and for other initiatives, “expected, had to teach” (5/9.26). One teacher wrote, 
“grant implementation” as a form of monitoring.
According to these data, “expected, observed, feedback” was used least frequently 
as a monitoring type for language arts initiatives and was indicated to have “great effect”
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on classroom practices second most frequently. Conversely, the form of monitoring used 
most frequently, “expected, not monitored,” had the second least frequency of “great 
effect” on classroom practices.
Follow-up options and reported effect on classroom practices were examined to 
derive a description of characteristics of professional development at Cleary Elementary. 
Teachers had six choices for follow-up options: “no follow-up,” “administrator 
observations,” “peer coaching,” “discussion groups,” “reflective journals,” and 
“portfolios.” As mentioned previously, follow-up options differ from monitoring in 
purpose—-follow-up is what is done to support, facilitate, and improve teachers’ 
implementation attempts.
The data in Table 14 reveal the data analysis results for type of follow-up and 
extent of change in classroom practices for language arts and other initiatives. The most 
frequent choice that teachers reported for language arts and other types of professional 
development was (number/percentage in parenthesis) “no follow-up” (33/37.07 and 
25/47.17 respectively). The least frequent form reported for language arts was 
“administrative observation” (1/1.12) and for other initiatives, “reflective journals” (0).
For language arts initiatives, the follow-up types associated with “no effect” were 
(number/percentage of follow-up type in parentheses) “no follow-up” and “discussion 
groups” (3/9.09 and 4/13.33, respectively).
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Table 14
Cleary Elementary: Teacher Perceptions About the Effect o f Types o f  Follow-up on 
Classroom Practices
Follow-up type Total
#/%a
#/% b
No
effect
# /% b
Little
effect
# /% D
Some
effect
# /% b
Great
effect
No follow-up (LA) 33/37.07 3/9.09 3/9.09 16/48.48 11/33.33
No follow-up (other) 25/47.17 7/28.0 0 13/52.0 5/20.0
Administrative observations (LA) 1/1.12 0 0 0 1/100
Administrative observations (other) 3/5.66 0 0 2/100 0
Peer coaching (LA) 13/14.61 0 0 0 13/100
Peer coaching (other) 5/9.43 1/20.0 0 3/60.0 1/20.0
Discussion groups. (LA) 30/33.71 4/13.33 3/10.0 4/13.33 19/63.33
Discussion groups (other) 15/28.30 2/13.33 0 8/53.33 5/33.33
Reflective journals (LA) 4/4.49 0 0 1/25.0 3/75.0
Reflective journals (other) 0 0 0 0 0
Portfolios (LA related) 8/8.99 0 0 3/37.5 5/62.5
Portfolios (other) 5/9.43 0 0 2/40.0 3/60.0
Note. a 7c b a s e d  o n  th e  to ta l n u m b e r  o f  la n g u a g e  a r t s  o r  o t h e r  i n i t i a t i v e s . b 7c b a s e d  o n  t h e  t o t a l  f r e q u e n c y  
o f  f o l l o w - u p  t y p e
A rank ordering of frequency of follow-type and “great extent” of change in 
classroom practices was created for language arts and other initiatives. Table 15 provides 
a summary of the rank ordered data. There is a difference in the rank order of frequency 
of follow-up options and follow-up type that teachers report as having “great effect” on 
their classroom practices. This inconsistency might be related to the fact that some 
follow-up types did not occur as frequently as others and produced a lower frequency.
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Frequency was used to calculate the percentage of “great effect” among initiatives having 
a particular follow-up type.
Table 15
Cleary Elementary: Rank Ordered Comparison o f  Follow-up Type Frequency and  
“Great E ffect” in Language Arts and Other Initiatives
Rank
order
Ranking of LA 
initiatives by 
frequency of use 
(#/%a)
Ranking o f LA 
initiatives by 
“great effect” 
(#/% b)
Ranking of other 
initiatives by 
frequency of use 
(#/%a)
Ranking of other 
initiatives by 
“great effect” 
(#/%b)
Is N (33/37.07) PC (13/100), N (25/47.17) P (5/62.5)
A (1/100)
2 D (30/33.71) R (3/75.0) D (15/28.30) D (5/33.33)
3 PC (13/14.61) D (19/63.33) P (5/9.43), N (5/20.0),
PC (5/9.43) PC (1/20.0)
4 P (8/8.99) P (5/62.5) A (3/5.66) A (0), R (0)
5 R (4/4.49) N (11/33.33) R(0)
6 A (1/1.12)
Note.
N  =  N o  f o l lo w - u p  
A  =  A d m in is t r a t o r  o b s e r v a t io n s  
P C  =  P e e r  c o a c h i n g  
D  =  D i s c u s s i o n  g r o u p s  
R  =  R e f l e c t i v e  j o u r n a ls  
P  =  P o r t f o l i o s
3 % =  P e r c e n ta g e  f o r  u s e  o f  m o n i t o r i n g  t y p e  is  
b a s e d  o n  th e  to ta l  n u m b e r  o f  l a n g u a g e  a r ts  o r  o th e r  
in i t ia t iv e s
b %  =  P e r c e n ta g e  fo r  m o n i t o r i n g  t y p e  w it h  “ g r e a t  
e f f e c t ”  is  b a se d  o n  to ta l  f r e q u e n c y  o f  th e  m o n it o r in g  
t y p e
Although the most frequent follow-up option for language arts was “no follow- 
up,” teachers reported least often “great effect” when that type of option was used. On the 
other hand, when “peer coaching” was used as follow-up to language arts initiatives, 
teachers reported “great effect” 100% of the time.
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The data for other initiatives yielded different results. Although “no follow-up” 
also was listed as the most frequent form of follow-up, it tied with “peer coaching” 
relative to “great effect” on classroom practices and with portfolios as the type of follow- 
up indicated by the greatest number of teachers reporting “great effect” on classroom 
practice. “Administrative observations” for other initiatives had zero “great effect” 
indicated; yet, teachers reporting this as a follow-up option indicated that, when used 
with professional development initiatives, “some effect” occurred 100% of the time.
Cleary teachers also were asked about whether a plan was made to examine 
student achievement following professional development initiatives. Teachers indicated 
that student achievement is examined for language arts initiatives 65.51% (n = 57) and 
for other initiatives 50.0% (n = 26) of the time. Language arts initiatives were not 
followed by examination of student achievement 34.48% (n = 30) and for other initiatives 
18.71% (n = 26) of the time. Teachers reported that a plan is made to examine student 
achievement more often than not. Initiatives for which some plan was used to examine 
student achievement had greater or equal “great effect” than initiatives that did not.
“Great effect” for language arts with examination of student achievement was 63.16% (n 
= 36) and without, 40.0% (n = 12). “Great effect” with examination for other initiatives 
was 42.31% (n = 11) and without was 11.54% (n = 3). Table 16 summarizes these data.
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Table 16
Cleary Elementary: Student Achievement and Perceived Effect on Classroom Practice
Student
achievement
examined
Initiative type No
effect
#/%a
Little
effect
#/% a
Some
effect
# /% a
Great
effect
# /% a
Total
# /% b
Yes Language arts 2/3.51 3/5.26 16/28.07 36/63.16 57/65.51
Yes Other 0 0 15/57.69 11/42.31 26/50.0
No Language arts 6/20.0 3/10.0 9/30.0 12/40.0 30/34.48
No Other 10/38.46 0 13/50.0 3/11.54 26/50.0
Note. a % is  b a s e d  o n  is  b a s e d  o n  th e  t o ta l  n u m b e r  o f  e i t h e r  la n g u a g e  a r ts  o r  o t h e r  in i t ia t iv e s  r e p o r t e d  a s  
e i t h e r  h a v in g  o r  n o t  h a v in g  a  p la n  to  e x a m i n e  s t u d e n t  a c h ie v e m e n t .  b% i s  b a s e d  o n  th e  to ta l  n u m b e r  o f  
e i t h e r  la n g u a g e  a r ts  o r  o th e r  in i t i a t iv e s  r e p o r t e d .
Methods to examine student achievement also were scrutinized to determine most 
frequently and least frequently used methods. For both language arts and other initiatives, 
Cleary teachers reported that classroom observations are used most frequently 
(number/percentage) (34/39.08% and 23/39.66%, respectively). Parent surveys (3/3.45%) 
were used least often for language arts and other initiatives (3/3.45% and 2/3.45% 
respectively) were used least often for other initiatives (see Table 17).
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Table 17
Cleary Elementary: Methods Used to Examine Student Achievem ent fo r  Language Arts 
and Other Initiatives by Rank
Rank Methods to examine student 
achievement for lanauaae arts 
initiatives (#/ % a)
Methods to examine student 
achievement for other initiatives (#/%b)
1 Classroom observations (34/27.2) Classroom observations (23/39.66)
2 Achievement tests (29/23.2) Teacher made tests (11/18.97)
3 Teacher tests & students’ grades Students’ grades (10/17.24)
(25/20.0)
4 Teacher surveys (8/6.4) Achievement tests (7/12.07)
5 Parent surveys (3/2.4) Teacher surveys (4/6.9)
6 Performances/projects (l/.8 0 )c Parent surveys (2/3.45)
7 Performances/projects (l/1 .72)d
Note. a % =  p e r c e n t a g e  is  b a s e d  o n  th e  to ta l  n u m b e r  o f  m e t h o d s  u s e d  to  e x a m i n e  s t u d e n t  a c h ie v e m e n t  fo r  
la n g u a g e  a r ts  i n i t i a t i v e s . b % =  p e r c e n t a g e  b a s e d  o n  th e  to ta l  n u m b e r  o f  m e t h o d s  u s e d  to  e x a m i n e  s tu d e n t  
a c h i e v e m e n t  f o r  o t h e r  in i t i a t iv e s .  c d e n o t e s  th a t th is  s t u d e n t  a c h i e v e m e n t  e x a m i n a t i o n  m e th o d  w a s  n o t  a  
g i v e n  c h o i c e  b u t  w a s  w r i t te n  in  b y  a  t e a c h e r  o r  t e a c h e r s .  d d e n o t e s  th a t  t h i s  s t u d e n t  a c h ie v e m e n t  
e x a m in a t io n  m e t h o d  w a s  n o t  a  g i v e n  c h o i c e  b u t w a s  w r it te n  in  b y  a  t e a c h e r .
Cleary Elementary: Summary o f  Data Collected fo r  Research Question 2
The analysis of data representing Cleary teachers’ perceptions about past 
professional development initiatives indicated that professional development experiences 
with certain characteristics resulted in “great change” in their classroom practices. First, 
teachers reported that language arts initiatives had “great change” more times than 
initiatives that were not focused on language arts. There was great variation of frequency 
among types of language arts initiatives. Several types of initiative had less than five 
initiatives listed, including “conference,” (3), “assessment development” (3), “individual
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professional development,” (1), “professional book talk” (4), and “action research” (I). 
Other initiative types included as much as three times higher frequency. This variation 
makes conclusion drawing difficult. What is observed, is that almost all other language 
arts initiative types, with the exception of “professional book talk” were associated with 
“great change” a higher percentage than “workshops.”
Impetus type was associated with “great effect.” Teachers reported that when they 
participated in language arts workshops due to “interest,” those initiatives resulted in 
larger “great effect” than participation for other reasons. Also, participation due to 
“student improvement” resulted in a high percentage of “great effect,” however, 
participation due to “student improvement” occurred much less frequently. “Mandatory 
participation” resulted in “great change” after language arts initiatives least often than 
any other impetus type.
When asked about monitoring of language arts initiatives, teachers reported that if 
they were told ahead of time they would have to teach what they learned to others, the 
initiative resulted more frequently in “great effect” on classroom practice. When no 
expectation for implementation was communicated, “great effect” occurred least 
frequently.
Teachers reported about the influence of follow-up on classroom practice.
Teachers reported that language arts initiatives with “peer coaching” resulted in “great 
change” in classroom practice 100% of the time. “No follow-up” resulted in the least 
amount of “great change.” Teachers also reported that initiatives with “discussion group” 
or “portfolios” follow-up resulted in “great change” more than 60% of the time.
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Finally, language arts initiatives for which there was a plan to examine student 
achievement had greater “great effect” than those that do not. Teachers seemed to 
perceive that the linkage to student achievement was important.
Research Question 3: Cleary Teachers' Description o f  Common Factors or Conditions 
fo r  Change
To gather data for this research question, Cleary teachers were asked an open- 
ended survey question: What are FIVE factors or conditions that influence whether you 
change your classroom practices after participating in a professional development 
initiative? Teachers wrote their responses next to numbers one through five listed under 
the question. These were typed, one condition per line, cut into strips, and then sorted.
What emerged from the analysis were 21 different themes that can be seen on 
Table 18. This table lists the themes and indicates the frequency from highest to lowest 
with which Cleary teachers mentioned the different themes. As can be seen, the 
professional development condition for classroom change mentioned most frequently by 
teachers was impact on students, listed by 14 teachers. The four conditions for change 
mentioned next most frequently tied: materials and resources for implementation (5), ease 
and practicality (5), research based (5), and team work (5).
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Table 18
Cleary Elementary: Conditions for Change by Frequency o f Teacher Mention
Frequency of response Theme
14 Impact on students
5 Materials and resources for implementation
5 Ease and practicality
5 Research based
5 Team work
3 Teacher beliefs
3 Modeling
3 School-wide participation
3 Teacher excitement
3 Teacher interest
3 Relevancy
3 Teacher need
3 Goal oriented
3 Presentation qualities
2 Administrative support
2 Administrative expectations
2 Time factor
2 Teacher confidence
(table continues)
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Frequency of response Theme
2 Curriculum relatedness
2 Presenter qualities
2 Observed change
Additional sorting of the 21 themes yielded a further reduction in the themes until 
6 overarching themes were identified that described what teachers perceived as 
professional development conditions for classroom change. The 6 overarching themes 
that subsumed the 21 emerging themes were outcomes orientation, teacher autonomy, 
ease and practicality, collegiality, nature o f initiative, and administrative influence (Table 
19).
As can be seen, the overarching theme, outcomes orientation, subsumed the 
emerging themes goal-oriented, observed change and impact on students. The Cleary 
teachers repeatedly described how important it was to see results if an initiative were to 
change their classroom practices. Examples o f goal-oriented statements made by teachers 
include “Does it meet state goals or can it be applied to state goals?” and “Are there small 
goals that enable multiple successes?” Relative to observed change, a teacher said, “I try 
everything at least one time and if it fails, I ju st won’t use it again.” Another teacher said 
this about impact on students, “If I see that it (focus of professional development 
initiative) is something new, that I haven’t been doing, but my students need it.”
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Table 19
Cleary Elementary: Themes and Emerging Categories for Teachers' Responses About
Conditions fo r  Change by Frequency
Frequency of 
response
Emerging themes Overarching themes
19 • Goal oriented
• Observed change
• Impact on students
•  Outcomes orientation
17 • Confidence
• Teacher interest
• Teacher excitement
• Teacher beliefs
• Teacher need
• Relevancy
•  Teacher autonomy
14 • Ease and practicality
• Time factor
• Resources provided
• Curriculum relatedness
• Ease and practicality
11 • School-wide participation
• Modeling and teaching
• Team work
• Collegiality
(table continues)
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Frequency of 
response
Emerging themes Overarching themes
10 • Presentation qualities • Nature o f initiative
• Presenter qualities
• Research-base
4 • Administrative expectations • Administrative
• Administrative support influence
The second overarching theme about conditions for classroom change had to do 
with teacher autonomy and included confidence, teacher interest, teacher excitement, 
teacher beliefs, teacher need, and relevancy. It was determined that these emerging 
themes all described aspects that, when present, made teachers feel they were in 
control— they were empowered. Often, teachers spoke of empowerment in terms of 
whether they believed it would work for their students. For example, one teacher said, “I 
make prescriptive decisions about the children in my class. I know every initiative won’t 
work with every child,” and another said, “Gut reaction to whether I think it will work.” 
Other teachers spoke of autonomy in determining how they needed to improve, such as, 
“Is it a personal weak area— need a new strategy for improvement?” Several teachers 
described excitement, in particular, personal excitement as it relates to student 
excitement, as an important condition for change: “Will the material excite myself and 
the students?” Finally, there was the issue of confidence that one can implement 
successfully what was learned: “If I come away with a feeling of confidence that I have 
learned what was presented.”
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Ease and practicality, the third identified theme, had to do with conditions that 
were related to facilitating the implementation of a new idea or strategy in the classroom. 
Teachers reported that ease and practicality also included issues about time, the provision 
of resources necessary for implementation, and curriculum relatedness time factor. One 
teacher summed up this condition by asking the question, “Can this be realistically 
done?” Another teacher gave an example of practicality when stating, “ ‘Practicalness,’ 
example— have a workshop on computers and then do not have one in my classroom.” 
Provision of resources was a resounding theme and assumed several different voices, 
such as, “My personal budget— can I afford it without administrative support?” and “Do I 
have the material or supplies needed?” or “If there are materials given to try out with the 
students.” Practicality also extended to the curriculum. As explained by one teacher, 
“Does it tie in with my curriculum?”
Another overarching theme that was alluded to by teachers was that of 
collegiality. Numerous teachers described the role that collegiality played in helping them 
to transfer professional development initiatives to classroom practice. The assistance 
provided from colleagues came in the form of school-wide participation, team work, and 
modeling or teaching. On one hand, teachers indicated on survey items that interest was 
an important impetus for staff development; yet, several teachers at Cleary Elementary 
described the important role that whole school participation played in classroom change: 
“If I know that it is part of a school-wide push.” Teamwork and “conferences and 
exchange of ideas among teachers” were described as important. As explained by one 
teacher, “If my colleagues are trying something new, it is easier and more fun. It’s great 
to have others to talk to when trying something new.” Other forms of collegiality were
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described in forms of modeling and teaching. “If I see it modeled by other teachers, “ or 
“If I have to teach someone else or present the information, it makes me follow-through,” 
then teachers were more likely to change.
The fifth overarching theme had to do with characteristics o f the initiative. 
Content, presenter qualities, and whether the content was research-based seemed to 
matter to some teachers. Several teachers described how they wanted the presenters to be 
real teachers— “If I like the person sharing the information (a real teacher) and I think the 
person is in touch with children, I am more likely to try something new or different.” 
Another teacher said, “Professional development from in-house experts” was preferred 
and made a difference in whether classroom practices were changed after a professional 
development initiative. Teachers also wanted the initiative to be “based on the most 
current research/grounded in research” or based on “best practices.”
Finally, some teachers described the role that administration plays in whether they 
transfer professional development to classroom practice. Administrative support became 
the sixth overarching theme. “W hether or not my administration supports this change” 
was important and “expectation by the administrators” made a difference. This 
administrative support needed to reflect psychological, monetary, and physical needs that 
teachers had in the change process.
Teachers at Cleary wanted professional development to make a difference in 
terms of the students they taught. When asked, ‘T o  what extent do you believe that 
professional development has influenced the increase in student achievement at your 
school?” 82.35% of the teachers reported that it influenced student achievement to a 
“great extent” and several teachers gave additional clues as to conditions for change that
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result in change to a “great extent.” One teacher spoke of the importance of relevancy to 
curriculum:
Curriculum development and alignment was key! We were all able to see the 
entire spectrum k-8 [sic]. Each person took ownership over this process— still 
does. Our SEP (school improvement plan) driven professional development targets 
our kids. We teach each other.
Also, when asked about the most important steps taken to improve student 
achievement at their school, 17 separate statements made by 9 different teachers 
addressed how professional development was crucial to increasing student achievement. 
These statements were threads that tied together and confirmed what the Cleary 
Elementary teachers described as “conditions for change.”
Cleary Elementary: Summary o f  Data Collected fo r  Research Question 3
Teachers at Cleary Elementary seemed to link conditions for change to student 
achievement at their school. The six overarching themes were outcomes orientation, 
teacher autonomy, ease and practicality, collegiality, nature of initiative, and 
administrative influence. These were the conditions that facilitated the focus of 
professional development on what mattered most— helping teachers to help students to 
learn. These also were the conditions that Cleary teachers felt would result in change in 
classroom practice following professional development.
Keats Elementary 
Keats Elementary: Descriptive Information
Dr. Ezra is the principal of Keats Elementary. The school is located in the 
Norwood Park area of a large, Midwestern city and housed 316 pre-kindergarten through 
eighth grade students at the time of the study. In 1995, 43.3% of the third through eighth
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grade students at Keats scored at or above the national mean on the language arts portion 
of the Iowa Test of Basic Skills (ITBS). In 1999, 77.2% of the third through eighth grade 
students scored at or above the national mean on the ITBS. This means that in a four- 
year period, there was 33.9% increase in the language arts scores on the ITBS. Moreover, 
of 485 elementary schools in the district, Keats had the greatest increase of test scores at 
or above the national means on the language arts portion o f the ITBS. Students attending 
Keats were taught by ten classroom teachers and six resource or special education 
teachers. The attendance rate for Keats was 95.5%. Low-income families provided 36.4% 
of the students. Only 7.3% of the students at Keats were classified as having low English 
proficiency. There was a 10.7% mobility rate. Table 20 summarizes descriptive 
information for Keats Elementary.
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Table 20
Keats Elementary: Descriptive Information
Description Number or Percentage
Student count (grade levels) 316 (PK-8)
at or above national means 1995 43.3%
1999 at/above national means 77.2%
Raise at/above national means 33.9%
Number of classroom teachers 10
Number of resource/special education 6
teachers
Attendance rate 95.5%
Low income 36.4%
Limited English proficiency 7.3%
Mobility rate 10.7%
Research Question I: Keats Principal's Description o f  Professional Development
The principal’s interview at Keats Elementary unfolded five overarching themes 
that described professional development at Keats. These themes are explained in the data 
analysis that follows: (a) recognizes and nurtures dynamic interactions that affect school 
change, (b) fosters opportunities for involvement in school change through mission based 
leadership, (c) links school improvement initiatives to student needs and uses a variety of 
data to identify and monitor focus, (d) views staff as important resource and provides
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tangible support, and (e) fosters school cultural norms that support change. Table 21 
provides an overview of these themes.
Table 21
Keats Elementary: Emerging Themes and Overarching Themes From Principal’s 
Interview
Supportive data Emerging themes Overarching themes
• Describes mobility/parent •  Role of parent confidence • Recognizes and
confidence relationship •  Relationship between nurtures dynamic
• Describes mobility/student mobility and achievement interactions that
achievement relationship •  Relationship between affect school change
•  Describes mobility/student mobility, achievement, and
achievement/faculty faculty motivation
motivation relationship.
•  Describes how learners need •  Philosophically driven • Fosters
to see purpose. • Goal orientation opportunities for
•  Reviewed philosophy. •  Role of purpose in involvement in
• Identified reading/writing motivation school change
goals in school plan. through mission
•  Integrated knowledge as part based leadership
of articulated philosophy.
(table continues)
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Supportive data Emerging themes Overarching themes
• Reduces mobility rate as first 
goal.
• Adopts literature approach in 
language arts.
• Promotes technology 
initiative to aid students with 
learning disabilities.
• Describes irregular growth • Understanding of child • Links school
among children. development improvement
• Promotes focus on students in • Protection of child needs initiatives to student
lesson planning. • Relationship between needs and uses a
• Describes how students achievement and motivation variety of data to
should not be punished. • Examination and use of data identify and monitor
• Describes how test scores are focus
motivational for teachers.
• Examines ISAT results.
• Uses data to plan programs
• Looks at whole child.
• Monitors success of
professional development.
(table continues)
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Supportive data Emerging themes Overarching themes
• Recognizes staff leadership •  Staff leadership abilities •  Views staff as
abilities. •  Teacher rewards important resource
• Identifies staffs’ commitment. •  Protector of what’s and provides
•  Pays teachers for work done. important tangible support
•  Recognizes rewards for •  Provider of support
exemplary work. •  Balance of flexibility and
•  Removes obstacles to staffs’ choice in professional
development and instruction. development
•  Recognizes importance of
professional development.
•  Allows for flexibility and
choice but also requires
participation.
•  Rearticulates curriculum to
support staff.
•  Engages for alternative
scheduling.
•  Involves parents in
developing resources.
• Protects instructional time.
(table continues)
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Supportive data Emerging themes Overarching themes
•  Encourages experimentation. •  Principal as school cultural •  Fosters school
•  Articulates high expectations influence cultural norms that
through reflective practices • Identification of what’s support change
• Encourages open important
communication. • Relationship between
• Encourages collegiality and school cultural norms and
shared decision-making. schools change
The interview of Dr. Ezra took place in his office late on a morning when students
were about to go home at midday to provide professional development time for the staff.
As with Cleary Elementary administrators, the first interview question provided Dr. Ezra
the opportunity to describe what was done to increase student achievement and to
describe professional development at Keats Elementary. Dr. Ezra’s response generated
the first overarching theme that defined his leadership role in professional development at
Keats. The first theme encapsulated three emerging themes: (a) role of parent confidence,
(b) reciprocal relationship between mobility, and (c) student achievement and the
relationship between mobility, student achievement, and faculty motivation.
Dr. Ezra recognized and nurtured dynamic interactions that affect school change
and defined his leadership focus, thus creating the first theme, the role of parent
confidence. For example, one of the first things that Dr. Ezra did as principal at Keats
was to focus on reducing the mobility rate:
And we were looking at a mobility rate as somewhere between 40-50 percent.
And so when you think of roughly 40 percent of your population as changing 
every year and so one of the things, it seemed to me is that they would come for
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
136
kindergarten and maybe first grade and return to private parochial schools for 
maybe second, third, fourth, fifth on up...A n as we had room, more and more 
children were brought in from overcrowded schools. And I felt that if we were 
going to be successful, we must reduce the mobility factor.
Dr. Ezra targeted reduction of the mobility rate because he saw a dynamic
relationship between mobility and confidence in the neighborhood school. “It was
important that you recapture parent confidence in the school system. It was important that
the faculty and the local school council understood that was a goal of mine.” This focus
on reducing the mobility rate was not an isolated goal— it was a goal that recognized
important interactions that were linked to increasing student achievement:
Mobility was reduced; in a couple of years it dropped to eight percent...Other 
kinds of things that happened is that with less mobility, and test scores increasing, 
you get a parent community that begins to expand and support the school.
This overarching theme that focused on interactive relationships was important to
defining the impetus for professional development and a process for school change. The
theme about interactive relationships also led to the identification of a second overarching
theme.
The second overarching theme had to do with fostering opportunities for 
consequential involvement in school change through mission-based leadership. This 
overarching theme is about honoring and building capacity within the school and 
integrated three emerging themes: (a) philosophy, (b) goal orientation, and (c) role of 
purpose in motivation. There was much discussion about philosophy and according to Dr. 
Ezra,
The first thing we did was to examine our philosophy as a total faculty. They had 
a statement of philosophy and we began by revisiting the philosophy statement. I 
think what we found was the statement needed very little fine tuning, but thinking 
about it. But how does, what do we really believe in and then are we practicing 
what we are saying.
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Philosophy was central to many decisions that influenced the focus of 
professional development— “And our philosophy of education is that we do not have 
basils in language arts. We use a literature approach in language arts— literature circles in 
the upper grades so that affected what we worked on.” Goal setting was essential to much 
of what Dr. Ezra described as the focus for professional development. As stated by Dr. 
Ezra:
One of the things this year as an entire building we are all working on is reading 
and writing. This is in our school improvement plan. OK in our school 
improvement plan these are our priority goals. We have a lot of goals but these 
are the ones that are our priority. At the end of the year I want to be able to point 
to activities that for the most part all of our staff members have participated in 
reading and writing. So we have a workshop that starts next week.
A goals orientation also was apparent when Dr. Ezra described what he felt were
conditions for classroom change:
It has to have merit. It has to have value. You have to have purpose...things have 
to be meaningful to teachers. I also feel that children need to feel that what I am 
doing in the classroom has purpose and is useful.
In large part, goals orientation was focused on student needs; thus, the third
overarching theme had to do with how the principal used data to link school improvement
initiatives to student needs. Four emerging themes supported this overarching theme: (a)
understanding of child development, (b) protection of child needs, (c) relationship
between achievement and motivation, and (d) examination and use of data. The principal
focused on children’s needs in a way that reflected his understanding of child
development so that there was a realistic view of what students could accomplish. This
impacted Dr. Ezra’s expectations of staff:
I do not believe that every child will make a year’s growth in every academic 
area. I mean they are not little robots that we open them up and pour 10 months in 
them and close it up and then move on. But I am confident that an excellent
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faculty can challenge a child and it is my philosophy that young children grow in 
a very uneven way as they progress through the grade levels. I mean they may 
make two years in math and be somewhat flat in language arts and the next year 
they will excel two or three years in language arts and maybe four months in 
math, but by seventh or eighth grade there tends to be some kind of leveling off.
Moreover, Dr. Ezra was adamant that a focus on achievement should not be such that it
was detrimental to children. This was his mantra:
Reading and writing is important across the curriculum but we are not going to 
have blood on every child’s paper. If our early goal is for children to become 
comfortable with the written process, we will become less concerned with exact 
punctuation, the exact spelling and that sort o f thing— offering opportunities.
When asked about how data were used at Keats Elementary, Dr. Ezra described a use of
multiple forms of data and said that the review o f data evolved out of a need to do so:
For example, when you get the IOWA results you tend to come together in two 
different groups. When you look at the ISAT results, there are logical times to 
come together, as you prepare for the sum m er— as you prepare for work in terms 
of needing additional support for kids. We don’t say, ‘today is Monday; I guess 
w e’ll iook at data today’.
The review of data, however, did not stop with hard data provided by most achievement
tests. Instead, Dr. Ezra talked about using various kinds o f hard and soft data:
In support o f  our philosophy would be the whole child so that we would be 
looking at his written, subjective material. We would be looking at his behavior. 
We would be looking at his social development, his physical development, 
relationships with kids in addition to the academic.
Basically, data were used to target resources that would increase students’ ability to
achieve:
Early on I was concerned that our kids were low in language arts and I was able to 
get some money and we developed a s free summer school program for six 
w eeks...and that was a result of what we were looking at.
This idea of developing resources to support learning also extended to adult learners and
is linked to the fourth overarching theme.
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It was apparent throughout the interview that Dr. Ezra viewed the staff as a very
important resource to whom he provided tangible support. The fourth overarching theme,
which cast Dr. Ezra in the role of resource provider, was supported by five emerging
themes: (a) staff leadership abilities, (b) teacher rewards, (c) protector of what’s
important, (d) provider of support, and (e) balance o f mandate, flexibility, and choice.
From the very beginning of the interview Dr. Ezra commended the staff at Keats:
The other thing is— I have to highlight that it is a very hard-working faculty.
They are avid grant writers. They are successful writers and they get awards. We 
have no difficulty getting them to attend professional development opportunities 
that they work in. Many of them teach, many of them are leaders, and they are 
also the learners.
Dr. Ezra believed in his s ta ffs  leadership abilities and honors them by using them as
professional development resources. For example:
One of the things that we talked about this morning that is all set to go next week 
is that our third grade teacher is going to be teaching a writing workshop for Lane 
credit through our Annenburg grant...there will be roughly eight to ten staff 
members from (Keats) are taking it. Then in the fall we have signed on for 
reading strategies and the course will be offered at (Keats) and it will be taught by 
Dr. Frost, who is my first grade teacher. She has her doctorate in reading.
Dr. Ezra’s belief in his staff was reflected in the steps he took to honor his staff.
For one thing, he was intent on rewarding his staff to the greatest extent possible:
Another thing is that (the school system) has this thing where they pay teachers 
$8.00 an hour— which I think is ludicrous. W ho in this world gets paid $8.00 an 
hour with a Ph D. or two Masters degrees, or a Masters degree? Eighty-five 
percent of my teachers have at least a Masters degree. So one of the things I try to 
do is pay the teachers their hourly salary...G od knows they are worth three or 
four times that. And so there is a feeling he recognizes what we do.
Dr. Ezra also honored his staff in other ways as well. For example, he felt it was
important to protect his teachers’ instructional time,
The one thing that is very important is that principals don’t over schedule. They 
themselves can be teachers or vice versa. Too many things. I see my job partly
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to stick up a barricade to protect teachers. You know I only have one teacher at a 
grade level and in a urban setting you would be surprise to see how many 
meetings...Sometimes I say I can ’t send anybody or I will send my assistant or I 
will go in their place. I think it is enormously important for a principal to 
safeguard instructional time.
Dr. Ezra also provided tangible support through the provision of resources: “Early
on you will walk into our first grade and you will find hundreds of books. Every
classroom has a classroom library.” Resources came in the form a listing of all classroom
library books and parent resource guides. Resources also came in the form of curriculum
alignment and curriculum development that Dr. Ezra coordinated the staff to complete:
We have the (State) Learning Standards. And we have the (District) Standards. 
When I came to (Keats), the (District) goals and the state goals were very 
different...So we have the states, (Districts, and our curriculum. And we have 
done this for every area o f the curriculum— mathematics, social studies, health, 
technology, fine arts, reading, language arts, and library science. So that you see it 
is ail spelled out.
Dr. Ezra acknowledged his s ta ffs  desire to grow professionally: “Well, I didn’t
have to work with the majority of staff members in coaxing them to take staff
developm ent...I don’t smother it or create obstacles that get in their way of staff
development.” Not only did Dr. Ezra work to avoid obstacles, he provided tangible
support for professional development:
We have professional development days -- about a half-day per month. We bank 
our minutes at lunchtime. We are on what they call a restructured day. We bank 
roughly 10 minutes. We are entitled to an hour for lunch and we take roughly 45 
minutes and allow five minutes for passing. So we are banking ten minutes. We 
have about half day per month.
Finally, Dr. Ezra demonstrated his respect for his sta ffs  leadership abilities by 
balancing mandate, flexibility, and choice. At times, Dr. Ezra expected his entire staff to 
participate in a certain professional development initiative; at other times, he allowed for 
flexibility. For example, he says:
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And you know what? I think that the teachers have to have the flexibility—to say 
this is our goal and I don’t care how you get there but we all must accomplish 
this. And if that works best for you— that’s fine and if it works best for you this 
way— and I think that sometimes principals can be so damn rigid with teachers 
that we don’t give them license as individuals.
The last overarching theme that was identified was that Dr. Ezra fostered cultural
norms that supported school change. For one thing, he encouraged experimentation: "We
are not the usual— we tend to think outside the box.”
Dr. Ezra also fostered high expectations to improve student achievement: “One of
the things they found—I made it very clear to them that I wanted the scores increased.
How do we do that?” He also suggested one way to achieve higher expectations:
Are we teaching to the lowest common denominator? When I walk into a 
classroom I ‘m not going to praise you that you are taking so much time with the 
slowest child. When you are o ff base on the instructional time for five minutes 
and you’ve got 30 kids in your classroom— that’s 150 minutes lost.
Another cultural norm that Dr. Ezra recognized and shaped was open, honest
communication: “And if it isn’t working for them they have to have the license to say it
isn’t working and feel that they have not offended the principal.” He also recognized that
communication was a vehicle for professional development: “So in terms of staff
development, you need time to communicate with each other.”
Collegiality was an evident cultural norm as well and Dr. Ezra used
communication and reflection to foster this norm and promote staff learning. For
example, “Well, one of things that I see as important is that I have to communicate to the
staff what I sense are priorities for me.” As part of professional development, Dr. Ezra
invited, instead o f mandated, his staff to help him define school improvement initiatives.
As he remarked, “but when you make things mandatory people come in sometimes and
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complain but when it is optional and there is a little food— I want to be there just to see 
what’s going on. The whole tone changes.”
Dr. Ezra also encouraged collegiality by asking the staff to reflect on what worked 
and what did not work in their classrooms and at the school. Finally, he acknowledged 
the reciprocal relationship of collegiality among teachers and principal by citing this 
example:
W e’re the only school in the city that conferences parents between two and eight.
I said to the staff—because I was new to the city— I don’t want a grievance. They 
said, ‘Don’t worry about a grievance.’ So if they can think that way and I get their 
support, it behooves me to support their ideas and it can be in staff development, 
their relationship with kids. It can be the way that they use a piece of writing with 
the kids— it exists across.
Keats Elementary: Summary o f  Data Collected fo r  Research Question I
Thus five overarching themes were derived from the principal’s interview at 
Keats Elementary: (a) recognizes and nurtures dynamic interactions that affect school 
change, (b) fosters opportunities for involvement in school change through mission based 
leadership, (c) links school improvement initiatives to student needs and uses a variety of 
data to identify and monitor focus, (d) views staff as important resource and provides 
tangible support, and (e) fosters school cultural norms that support change. It is suggested 
that these themes reflect how the principal shaped, guided, and implemented professional 
development.
Research Question 2: Keats Teachers’ Description o f  Professional Development 
Initiatives
Each teacher at Keats was given a survey and asked to list 10 professional 
development initiatives he or she had participated in and to designate the type of 
initiative, impetus, monitoring type, follow-up type, and plan to examine student
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achievement for each initiative. Teachers also were asked to report the effect on 
classroom practices that the initiative had by checking one of four ratings: “no extent,” 
“little extent,” “some extent,” or “great extent.” The survey results about characteristics 
of professional development at Keats Elementary and effect on classroom practices 
follows. Again, because Keats Elementary was identified for this study due to an 
increase in reading achievement, professional development initiatives were divided into 
two types— those related to language arts (which included reading) and other non-related 
kinds. Because teachers did not list only language arts initiatives but included other 
initiatives as well and because sometimes workshop topics can be integrated, the data 
about professional development “other” than language arts also is included.
Keats teachers chose from 10 types of professional development initiatives: 
“workshop,” “conference,” “graduate class,” “curriculum development,” “assessment 
development,” “individual professional development,” “school improvement,” 
“professional book talk,” “action research,” and “observations” (Table 22). As can be 
seen, Keats teachers reported that the most frequent type of professional development 
attended was workshops pertaining to subjects other than language arts, with a total of 33 
listings. However, language arts workshops ran a close second with 30. Twenty (20) 
individuals attended graduate classes for language arts. “Curriculum development”
(other), “assessment development” (LA), “individual professional development” (other), 
“professional book talk” (LA), and “action research” (other) were only reported one time 
each, and no teacher reported participating in “assessment development” for content other 
than language arts. One teacher perceived that giving a workshop for a subject other than 
language arts qualified as professional development.
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Table 22
Keats Elementary: Types o f  Professional Development Initiatives and Effect on 
Classroom Practices
Type of professional development 
initiative
Total
Nbr
#/%
No
effect
#/%
Little
effect
#/%
Some
effect
#/%
Great
effect
Workshop (LA) 30 1/3.33 2/6.66 16/53.33 11/36.67
Workshop (other) 33 4/12.12 3/9.09 16/48.48 10/30.30
Conference (LA) 19 0 0 11/57.89 8/42.10
Conference (other) 7 0 1/14.29 4/57.14 2/28.57
Graduate class (LA) 20 1/5.0 0 10/50.0 9/45.0
Graduate class (other) 9 1/11.11 0 4/44.44 4/44.44
Curriculum development (LA) 6 0 0 1/16.67 5/83.33
Curriculum development (other) I 0 0 0 1/100
Assessment development (LA) 1 0 0 0 1/100
Assessment development (other) 0 0 0 0 0
Indiv. professional development3 (LA) 3 0 0 1/33.33 2/66.67
Indiv. professional development3 (other) 1 0 0 0 1/100
School improvement15 (LA) 9 1/11.11 1/11.11 1/11.11 6/66.67
School improvementb(other) 4 1/25.0 0 2/50.0 1/25.0
Professional book talk (LA) 1 0 0 0 1/100
Professional book talk (other) 2 0 0 0 2/100
(table continues)
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Type of professional development 
initiative
Total
Nbr
#/%
No
effect
#/%
Little
effect
#/%
Some
effect
#/%
Great
effect
Action research (LA) 4 0 1/25.0 1/25.0 2/50.0
Action research (other) 1 0 0 1/100 0
Observations (LA) 3 0 0 1/33.33 2/66.67
Observations (other) 4 1/25.0 0 1/25.0 2/50.0
Gave workshop (other) 1 0 0 0 1/100
Note. aI n d iv .  p r o f e s s i o n a l  d e v e lo p m e n t  =  in d iv id u a l  p r o f e s s i o n a l  d e v e l o p m e n t  w h ic h  c a n  b e  in  th e  fo r m  o f  
p r o f e s s i o n a l  d e v e l o p m e n t  p o r t fo l io s  o r  p r o f e s s i o n a l  d e v e l o p m e n t  p la n s . I n d iv id u a l  p r o f e s s io n a l  
d e v e l o p m e n t  is  p la n n e d  a n d  im p le m e n t e d  b y  a n  in d iv id u a l  s t a f f  m e m b e r ,  w it h  o r  w i t h o u t  g u id a n c e  fro m  
o t h e r s .  I n d iv id u a l  p r o f e s s io n a l  d e v e lo p m e n t  f o c u s e s  o n  c o n t e n t  o r  s k i l l s  a n  in d iv id u a l  s t a f f  m e m b e r  h a s  
id e n t i f i e d .  bS c h o o l  im p r o v e m e n t  =  a  p r o f e s s i o n a l  d e v e l o p m e n t  in i t ia t iv e  i s  id e n t i f i e d  b y  s o m e  k in d  o f  
p la n n in g  t o  i m p r o v e  s o m e  a s p e c t  o f  th e  s c h o o l .  S c h o o l  im p r o v e m e n t  i n v o l v e s  a  c o h e s i v e  g r o u p  o f  s t a f f  
m e m b e r s  s u c h  a s  s c h o o l  p la n n in g  o r  p r o f e s s i o n a l  d e v e l o p m e n t  t e a m . T h e  p la n n in g  b y  th e  g r o u p ,  in  a n d  o f  
i t s e l f ,  b e c o m e s  a  p r o f e s s io n a l  g r o w th  e x p e r i e n c e .
Type of initiative and effect on classroom practices was examined also. Note the 
range of differences in frequency along with percentages. As for Cleary, several types of 
professional development did not produce many teacher responses and it was felt that 
percentages or rankings based on these types might be misleading. When those initiatives 
with five or less items are eliminated, Keats teachers reported that the five types of 
initiatives with the greatest “great effect” on their classroom practices were 
(number/percentage in parenthesis): language arts “curriculum development” (5/83.33%), 
language arts “ school improvement” (6/66.67%), language arts “graduate class” (9/45.0), 
language arts “conference” (8/42.10), and language arts “workshop” (1 1/36.67).
The type of initiative that teachers reported as having “great effect” the least often 
was other workshops (10/30.30%). For the most part, what can be seen is that the
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teachers at Keats reported that the vast majority of professional development initiatives 
had at least “some effect” on their classroom practices.
Data also were aggregated about the number of professional development 
initiatives that were language arts related and those that were not language arts related. 
Table 23 indicates that Keats Elementary teachers reported a total o f 159 professional 
development initiatives; 60.38% of those initiatives were language arts in nature and 
39.62% were devoted to topics that were not specifically language arts related. Overall, 
Keats teachers reported that languages arts related professional development had the 
greatest effect on classroom practices (48.96%).
Table 23
Keats Elementary: Percentage o f  Language Arts and Other Professional Development 
Initiatives and Teacher Perceptions About Their Effect on Teacher Change
Initiative
group
#/% 
No effect
#/%
Little
effect
#/%
Some
effect
#/%
Great
effect
Total
number
of
initiatives
Percentage 
of total 
initiatives
LA 3/3.13 4/4.17 42/43.75 47/48.96 96 60.38
Other 7/11.11 4/6.35 28/44.44 24/38.10 63 39.62
Combined 10/6.29 8/5.03 70/44.03 71/44.65 159 100
Teachers at Keats Elementary were asked to describe impetus for participating in 
professional development initiatives. They could choose participation due to “mandatory 
attendance,” “interest,” “self-improvement,” “student improvement,” “administrative 
interest/concern,” or “colleagues.”
Frequency among the impetus types varied greatly and resulting percentages or 
rankings could be misleading. Table 24 provides an overview of the results and shows the
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Table 24
Keats Elementary: Teachers ’ Perceptions About the Effect o f  Reason fo r  Participation in
Professional Development Initiatives on Classroom Practices
Reason for participation Total
#/%a
#/% b
No
effect
# /% b
Little
effect
#/% b
Some
effect
# /% b
Great
effect
Mandatory attendance (LA) 16/16.49 2/12.5 2/12.5 7/43.75 5/31.25
Mandatory attendance (other) 25/39.06 6/24.0 2/8.0 12/48.0 5/20.0
Interest (LA) 53/54.64 1/1.89 1/1.89 23/43.4 28/52.53
Interest(other) 26/40.63 1/3.85 1/3.85 11/42.31 13/50.0
Self-improvement (LA) 18/18.56 1/5.56 1/5.56 8/44.44 8/44.44
Self-improvement (other) 4/6.25 0 0 0 4/100
Student improvement (LA) 4/4.12 0 0 1/25.0 3/75.0
Student improvement (other) 2/3.13 0 0 2/100 0
Admin, interest/concernc (LA) 4/4.12 0 0 2/50.0 2/50.0
Admin, interest/concernc (other) 5/7.8L 0 1/20.0 4/80.0 0
Colleagues (LA) 2/2.06 0 0 0 2/100
Colleagues (other) 2/3.13 0 0 0 2/100
Note. a % =  p e r c e n t a g e s  b a s e d  o n  t h e  to ta l n u m b e r  o f  la n g u a g e  a r ts  o r  o t h e r  in i t i a t iv e s .  b % =  p e r c e n t a g e s  
b a s e d  o n  th e  to ta l f r e q u e n c y  o f  im p e t u s  t y p e .  cA d m in . in t e r e s t /c o n c e r n  =  A d m in is t r a t iv e  in te r e s t /c o n c e r n .
variation of frequency and percentages among the various impetus types for language arts 
and other initiatives and effect on classroom practice. First, it is apparent that “interest” 
was the most frequent impetus type showing 53 items or 54.64% of all language arts 
initiatives and 26 items or 40.63% of all other initiatives. “Mandatory attendance” was 
the second most frequent impetus type for both language arts and other initiatives with 16
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items or 16.49% for language arts and 25 or 39.06% for other initiatives. The least 
frequently reported impetus type for language arts was “colleagues” with 2 items or 
2.06% of all language arts initiatives. For other initiatives, “student improvement” and 
“colleagues” were reported least frequently, each reported with 2 items each or 3.13% of 
all other initiatives. Note that “mandatory attendance” for both language arts and other 
initiatives had the greatest “no effect” with 2 items or 12.5% of all “mandatory 
attendance” associated with language arts initiatives and 4 items or 24.0% for other 
initiatives having “mandatory attendance.”
The rank order for both frequency of use and “great effect” also was examined. 
Because of the variation in frequency, it is importance to note both frequency and 
percentage. For language arts initiatives, Keats teachers reported reasons for participation 
in the following order (frequency/percentage in parentheses): “interest” (53/54.64), “self- 
improvement” (18/18.56), “mandatory attendance” (16/16.49), “student improvement” 
(4/4.12), “administrative interest/concern” (4/4.12), and “colleagues” (2/3.13). For other 
types of initiatives, reasons for participation were “interest” (26/40.63), “mandatory 
attendance” (25/39.06), “administrative interest/concern” (5/7.81), “self-improvement” 
(4/6.25), “student improvement” (2/3.13), and colleagues (2/3.13).
A ranking of impetus according to “great effect” yielded different results. Again, 
frequency is noted along with percentage. For language arts, the ranking of percentages 
according to impetus and “great effect” was (number/percentage in parentheses) 
“colleagues” (2/100%), “student improvement” (3/75.0%), “interest” (28/52.53%), 
“administrative interest/concern” (2/50.0%), “self-improvement” (8/44.44%), and
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“mandatory attendance” (5/31.25%). For other initiatives, the ranking of percentages 
according to impetus and “great effect” was “self-improvement” (4/100%), “colleagues” 
(2/100%), “ interest” (13/50.0%), “mandatory attendance” (5/20.0%), “student 
improvement” (0), and “administrative interest/concern” (0). Table 25 compares the data. 
Table 25
Keats Elementary: Comparison o f  Reason fo r  Participation Frequency and “Great 
Effect ” in Language Arts and Other Initiatives by Rank
Rank
order
Ranking of LA 
initiatives by 
frequency of use 
(#/%a)
Ranking of LA 
initiatives by 
“great effect” 
(#/%b)
Ranking of other 
initiatives by 
frequency of use 
(#/%a)
Ranking of other 
initiatives by 
“great effect” 
(#/%b)
1 I (53/54.64) C (2/100) I (26/40.63) S (4/100) & 
C (2/100)
2 S (18/18.56) ST (3/75.0) M (25/39.06) 1(13/50.0)
3 M (16/16.49) I (28/52.53) A (5/7.81) M (5/20.0)
4 ST & A (4/4.12 A (2/50.0) S (4/6.25) ST & A (0)
5 C (2/2.06) S (8/44.44) ST 8c C (2/3.13)
6 M (5/31.25)
Note.
M  =  M a n d a t o r y  a t t e n d a n c e  
I =  I n te r e s t
S  =  S e l f - i m p r o v e m e n t  
S T  =  S tu d e n t  im p r o v e m e n t  
A  =  A d m in i s t r a t iv e  in te r e s t /c o n c e r n  
C  =  C o l l e a g u e s
J % =  p e r c e n t a g e  fo r  u s e  o f  im p e tu s  t y p e  is  b a s e d  o n  
t h e  to ta l  n u m b e r  o f  la n g u a g e  a r ts  o r  o t h e r  in i t ia t iv e s  
b % =  p e r c e n t a g e  fo r  im p e tu s  t y p e  w ith  “ g r e a t  
e f f e c t ”  i s  b a s e d  o n  to ta l  f r e q u e n c y  o f  t h e  im p e tu s  
t y p e
The data from the Keats teacher survey indicate that there was more than two 
times greater tendency for teachers to participate in language arts initiatives due to 
“interest” than for any other reason. For other initiatives, teachers reported that
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“mandatory attendance” and “interest” were reasons for participation an almost equal 
number of times.
The teachers also reported that language arts initiatives with “mandatory 
attendance” had lowest frequency and percentage for “great effect” on classroom 
practices than for any other impetus. For other initiatives in which the reason for 
participation was “student improvement” or “administrative interest/concern,” there was 
no reported “great-effect” on classroom practices. It also is interesting to note that for all 
initiatives in which participation was due to “colleagues,” teachers reported “great effect” 
100% of the time. However, what needs to be taken into account is that there was not that 
many initiatives that teachers participated in due to colleague influence.
Keats Elementary teachers also were asked about monitoring for professional 
development initiatives. The focus on monitoring was to determine what expectations 
were communicated by the principal that teachers were to attempt content, skills, or 
strategies presented through professional development initiatives. Possible choices for 
monitoring were five: “no expectation,” “expected but not monitored,” “expected and 
observed with feedback,” “expected with discussions,” and “expected and had to teach.” 
The data for language arts initiatives were distinguished from the data about other 
initiatives.
The Keats Elementary teacher survey data about expectation of use and effect on 
classroom practice were examined for indications. There was variation of frequency 
among monitoring types for language arts and other professional development initiatives. 
This variation should be considered when reviewing the results about frequency of use 
and effect on classroom practice. Table 26 provides an overview of the results concerning
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Table 26
Keats Elementary: Teacher Perceptions About the Effect of Monitoring Types on
Classroom Practices
Monitoring type (type of initiative) Total
#/%a
#/%b
No
effect
#/%  15 
Little 
effect
# /% b
Some
effect
# /% b
Great
effect
No expectation (LA) 31/36.05 2/6.45 2/6.45 14/45.16 13/41.96
No expectation (other) 22/34.38 4/18.18 2/9.09 9/40.91 7/31.82
Expected, not monitored (LA) 31/36.05 1/3.23 0 19/61.29 11/35.48
Expected, not monitored (other) 23/35.94 3/13.04 1/4.35 17/73.91 2/8.70
Expected, observed, feedback (LA) 12/13.95 0 1/8.33 4/33.33 7/58.33
Expected, observed, feedback (other) 8/12.5 0 1/12.5 1/12.5 6/75.0
Expected, discussions (LA) 4/4.65 0 0 1/25.0 3/75.0
Expected, discussions (other) 8/12.5 0 0 0 8/100
Expected, had to teach (LA) 8/9.30 0 1/12.5 3/37.5 4/50.0
Expected, had to teach (other) 3/4.69 0 0 0 3/100
Note. a %  b a s e d  o n  th e  to ta l  n u m b e r  o f  la n g u a g e  a r ts  o r  o t h e r  i n i t i a t i v e s .b %  b a s e d  o n  th e  t o ta l  f r e q u e n c y  
o f  m o n i t o r in g  t y p e
monitoring type and extent of change in classroom practices. As can be seen, “no 
expectation” and “expected, not monitored” tied in being the most frequent type of 
monitoring for language arts, each having 31 items, combining to be associated with 
72.10% of all the language arts initiatives. The least frequently used monitoring type for 
language arts was “expected, discussions” with 4 items accounting for 4.65% of all 
language arts initiatives with this monitoring type. For other initiatives, the least 
frequently used type was “expected, had to teach” with 3 items comprising 4.69% of all 
other initiatives having this monitoring type. “No expectation,” and “expected, not
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monitored” were the only monitoring types in which data were revealed for both 
language arts and other initiatives where teachers indicated “no effect” for language arts 
(2/6.45% and 1/3.23% respectively) and other initiatives (4/18.18% and 3/13.04% 
respectively). For language arts initiatives teachers reported “little effect” for 
(number/percentage in parentheses) “no expectation” (2/6.45), “expected, observed, 
feedback” (1/8.33), and “expected, had to teach” (1/12.50). For other initiatives teachers 
indicated “ little effect” for (number/percentage in parentheses) “no expectation” (2/9.09), 
“expected, not monitored” (1/4.35), and “expected, observed, feedback” (1/12.5). Also 
note that, even though the category “expected, not monitored” had a low “great effect,” 
73.91% of those reporting this monitoring type indicated “some effect” on classroom 
practice.
A rank ordering was completed to compare frequency of various monitoring types 
to monitoring type and “great effect.” Variation in frequency must be considered; 
therefore, frequency and percentages are included so that data results will not be 
misleading.
As indicated earlier, “no expectation” and “expected, not monitored” were the 
most frequent forms of monitoring for language arts, with 31 items each and each 
encompassing 36.05% of all language arts initiatives. The remaining monitoring types 
for language arts were rank-ordered (number/percentage in parentheses): “expected, 
observed, feedback (12/13.95), “expected, had to teach” (8/9.30), and “expected, 
discussions” (4/4.65). The most frequent monitoring type for other initiatives was 
(number/percentage in parentheses) “expected, not monitored” (23/35.94), with “no 
expectation” (22/34.38) a close second. The remaining monitoring types for other
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initiatives were rank-ordered (number/percentage in parentheses) “expected, observed, 
feedback” (8/12.5), “expected, discussions” (8/12.5), and “expected, had to teach” 
(3/4.69). It also was observed that the forms of language arts monitoring that were used 
most frequently, that is, “no expectation” and “expectation, not monitored,” were least 
frequently indicated to have “great impact” on classroom practices. Conversely, the form 
of monitoring used least frequently, that is, “expected, discussions,” had the most 
frequent “great effect.” A mitigating factor was the low frequency that this monitoring 
type was used. Table 27 provides an overview of the results.
Table 27
Keats Elementary: Comparison o f  Monitoring Type Frequency and  “Great Effect” fo r  
Language Arts and Other Professional Development Initiatives by Rank
Rank
order
Ranking of LA 
initiatives by 
frequency of use 
(#/%a)
Ranking of LA 
initiatives by 
“great effect” 
(#/%b)
Ranking of other 
initiatives by 
frequency of use 
(#/%a)
Ranking of other 
initiatives by 
“great effect” 
(#/%b)
1 N & EN D (3/75.0) EN (23/35.94) D (8/100),
(31/36.05) T (3/100)
2 O (12/13.95) O (7/58.33) N (22/34.38) O (6/75.0)
3 T (8/9.30) T (4/50.0) O & D  (8/12.5) N (7/31.82)
4 D (4/4.65) N (13/41.94) T (3/4.69) EN (2/8.70)
5 EN (11/35.48)
Note.
N  =  N o  e x p e c t a t io n
E N  =  E x p e c t e d ,  N o t  m o n ito r e d
O  =  E x p e c t e d ,  o b s e r v e d ,  f e e d b a c k
D  =  E x p e c t e d ,  d i s c u s s io n s
T  =  E x p e c t e d ,  h a d  to  te a c h  to  o t h e r s
a %  =  P e r c e n t a g e  f o r  u s e  o f  m o n i t o r in g  t y p e  is  b a se d  
o n  th e  to ta l n u m b e r  o f  l a n g u a g e  a r ts  o r  o th e r  
in i t ia t iv e s
b % =  P e r c e n t a g e  f o r  m o n i t o r in g  t y p e  w it h  " g rea t  
e f f e c t ”  is  b a s e d  o n  t o ta l  f r e q u e n c y  o f  t h e  m o n ito r in g  
t y p e
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Follow-up options and reported effect on classroom practices were examined at 
Keats Elementary. Teachers had six choices for follow-up options: “no follow-up,” 
“administrator observations,” “peer coaching,” “discussion groups,” “reflective journals,” 
and “portfolios.” Follow-up was what was done to support, facilitate, and improve 
teachers’ attempts to implement new content, skills, or strategies.
The data in Table 28 summarize the results for type of follow-up and extent of 
change in classroom practices for language arts and other initiatives. Because of the 
variation in frequency among follow-up types, frequency number and percentages are 
included. The most frequent choice that teachers reported for language arts and other 
types of professional development was “no follow-up” with 52 items or 56.52% for 
language arts initiatives and 38 items or 58.46% for other initiatives. Several follow-up 
types were associated with only one or two initiatives. For language arts “reflective 
journals” were associated with two initiatives and in two separate instances “journal 
purchase” and “classroom library” were associated with one initiative. It was noted that 
these low frequency forms of follow-up yielded 100% “great effect.” For other 
initiatives, “portfolios” were associated with one initiative that had “some effect” on 
classroom practice. “No follow-up” for both language arts and other initiatives were the 
only follow-up types yielding “no effect” (number/percentage of follow-up type in 
parentheses) (2/3.85 & 7/18.42 respectively).
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Table 28
Keats Elementary: Teacher Perceptions About the Effect o f  Types o f  Follow-up on
Classroom Practices
Follow-up type Total
#/%a
#/% b
No
effect
# /%  b 
Little 
effect
# /% b
Some
effect
# /% b
Great
effect
No follow-up (LA) 52/56.52 2/3.85 3/5.77 31/59.62 16/30.77
No follow-up (other) 38/58.46 7/18.42 3/7.89 21/55.26 7/18.42
Administrator observations (LA) 7/7.61 0 0 1/14.29 6/85.71
Administrator observations (other) 13/20.0 0 1/7.69 3/23.08 9/69.23
Peer coaching (LA) 12/13.04 0 1/8.33 3/25.0 8/66.67
Peer coaching (other) 8/12.31 0 0 2/25.0 6/75.0
Discussion groups. (LA) 13/14.13 0 1/7.69 4/30.77 8/61.54
Discussion groups, (other) 5/7.69 0 0 0 5/100
Reflective journals (LA ) 2/2.17 0 0 0 2/100
Reflective journals (other) 0 0 0 0 0
Portfolios (LA) 4/4.35 0 0 0 4/100
Portfolios (other) 1/1.54 0 0 l / l  00 0
Journal purchase (LA) 1/1.09 0 0 0 1/100
Classroom library (LA) 1/1.09 0 0 0 1/100
Note. J %  b a s e d  o n  th e  to ta l  n u m b e r  o f  l a n g u a g e  a r t s  o r  o th e r  i n i t i a t iv e s .  b % b a s e d  o n  th e  to ta l f r e q u e n c y  
o f  f o l l o w - u p  t y p e
An examination of rank order of follow-up type frequency and “great extent” of 
change in classroom practices for language arts and other initiatives revealed some 
interesting results. Table 29 summarizes the data. Note the differences in frequency
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among follow-up types as these may impact findings. There is a difference in the rank 
order of frequency of follow-up options and what teachers report as having “great effect” 
on language arts initiatives. The table shows a reverse order for frequency of use of 
follow-up types for language arts and “great effect” on classroom practice. Rank order for 
language arts frequency o f follow-up type was (number/percentage of language arts 
initiatives in parentheses): “no follow-up” (52/56.52), “discussion groups” (13/14.13), 
“peer coaching” (12/13.04), “administrator observations” (7/7.61), “portfolios” (4/4.35), 
and “reflective journals” (2/2.17). On the other hand, the rank order for follow-up type 
for language arts and “great effect” was (number/percentage of that follow-up type in 
parentheses): “portfolios” (4/100), “reflective journals” (2/100), “administrator 
observations” (6/85.71), “peer coaching” (8/66.67), “discussion groups” (8/61.54), and 
“no follow-up” (16/30.77). Note how variation of frequency along with percentages 
could impact possible conclusions.
For other initiatives, the rank order for frequency of follow-up type and follow-up 
type and “great effect” also varied. The rank order for frequency is (number/percentage 
o f other initiatives in parentheses): “no follow-up” (38/58.46), “administrator 
observations” (13/20.0), “peer coaching” (8/12.31), “discussions” (5/7.69), “portfolios” 
(1/1.54), and “reflective journals” (0). Follow-up type with “great effect” for other 
initiatives can be ordered from greatest to least as follows (number/percentage of that 
follow-up type in parentheses): “discussions” (5/100), “peer coaching” (6/75.0), 
“administrative observations” (9/69.23), “no follow-up” (7/18.42), “portfolios” (0) and 
“reflective journals” (0). Teachers reported that “reflective journals” never were used as 
follow-up and that “portfolios” were only used once with no “great effect.” There was
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reversal in frequency of use and “great effect” when it came to “peer coaching” and 
“administrator observations.” Again, variation of follow-up type frequency must be 
considered along with percentage of “great effect” must be considered when drawing 
conclusions. Table 29 shows the findings for ranking of follow-up frequency and “great 
effect.”
Table 29
Keats Elementary: Comparison o f Follow-up Type Frequency and ‘‘Great Effect” in 
Language Arts and Other Initiatives by Rank
Rank
order
Ranking of LA 
initiatives by 
frequency of use 
(#/%a)
Ranking of LA 
initiatives by 
“great effect” 
(#/%b)
Ranking of other 
initiatives by 
frequency of use 
(#/%“)
Ranking of other 
initiatives by 
“great effect” 
(#/%b)
1 N (52/56.52) R (2/100), 
P (4/100)
N (38/58.46) D (5/100)
2 D (13/14.13) A (6/85.71) A (13/20.0) PC (6/75.0)
3 PC (12/13.04) PC (8/66.67) PC (8/12.31) A (9/69.23)
4 A (7/7.61) D (8/61.54) D (5/7.69) N (7/18.42)
5 P (4/4.35) N (16/30.77) P (1/1.54) R (0), P (0)
6 R (2/2.17) R (0)
Note.
N  =  N o  f o l lo w - u p  
A  =  A d m in is t r a t o r  o b s e r v a t io n s  
P C  =  P e e r  c o a c h i n g  
D  =  D i s c u s s i o n  g r o u p s  
R  =  R e f l e c t i v e  j o u r n a l s  
P  =  P o r t f o l i o s
a % =  P e r c e n t a g e  fo r  u s e  o f  f o l lo w - u p  ty p e  is  b a s e d  
o n  t h e  to ta l  n u m b e r  o f  la n g u a g e  a r ts  o r  o th e r
in i t ia t iv e s
b % =  P e r c e n t a g e  f o r  f o l lo w - u p  t y p e  w ith  “ g r e a t  
e f f e c t ”  is  b a s e d  o n  to ta l  f r e q u e n c y  o f  th e  f o l lo w - u p  
ty p e
Teachers at Keats Elementary also were asked about whether a plan was made to 
examine student achievement following professional development initiatives. Teachers
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indicated that student achievement is examined for language arts initiatives 31.76% (n = 
27) of the time and for other initiatives 33.87% (n = 21). Language arts initiatives were 
not followed by examination of student achievement 68.24% (n = 58) o f the time and for 
other initiatives, 66.13% (n = 41). Teachers reported that a plan was not made less often 
than a plan was made to examine student achievement. Initiatives for which some plan 
was used to examine student achievement had greater “great effect” than initiatives that 
did not. “Great effect” for language arts with examination of student achievement was 
59.26% (n = 16) and without, 37.93% (n = 22). “Great effect” with examination for other 
initiatives was 52.38% (n = 11) and without, was 29.27% (n = 12). The data are 
summarized on Table 30.
Table 30
Keats Elementary: Student achievement and Effect on Classroom Practice
Student
achievement
examined
Initiative type No
effect
#/%a
Little
effect
# /% a
Some
effect
#/% a
Great
effect
# /% a
Total
# /% b
Yes Language arts 0 0 11/40.74 16/59.26 27/31.76
Yes Other 1/4.76 0 9/42.86 11/52.38 21/33.87
No Language arts 3/5.17 4/6.90 24/50.0 22/37.93 58/68.24
No Other 6/14.63 4/9.76 19/46.34 12/29.27 41/66.13
Note. 1 %  is  b a s e d  o n  is  b a s e d  o n  t h e  to ta l  n u m b e r  o f  e i t h e r  la n g u a g e  a r ts  o r  o t h e r  i n i t i a t iv e s  r e p o r t e d  a s  
e i t h e r  h a v in g  o r  n o t  h a v in g  a  p la n  to  e x a m in e  s t u d e n t  a c h i e v e m e n t . b % is  b a s e d  o n  t h e  to ta l  n u m b e r  o f  
e i t h e r  la n g u a g e  a r t s  o r  o t h e r  in i t i a t iv e s  r e p o r te d .
The data on the ranking of student examination type for both language arts and 
other data are presented in Table 31. As can be seen, the most frequently form used to 
examine student achievement for language arts and other initiatives was “observations,” 
with 50.0% (n = 19) and 75.0% (n = 18) respectively. “Parent surveys” and “portfolios”
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were used least often for language arts initiatives 2.63% (n = 2). Student work “samples” 
was written once (2.63%). There was a tie for the least frequently used examination type 
for other initiatives. “Teacher made tests,” “teacher surveys,” and “parent surveys” were 
not used at all.
Table 31
Keats Elementary: M ethods Used to Examine Student Achievement fo r  Language Arts 
and Other Initiatives by Rank
Rank Methods to exam ine student achievement for 
lansuaae arts initiatives (#/ % a)
Methods to examine student 
achievement for other initiatives 
(#/%b)
1 Classroom observation (19/50.0) Classroom observations (18/75.0)
2 Students’ grades (6/15.79) Students’ grades (4/16.67)
3 Achievement tests (4/10.53) Achievement tests, action
research (1/4.17)
4 Teacher made tests (3/7.89) Teacher made tests, teacher
surveys, parent surveys (0)
5 Parent surveys, portfolios, samples' (5/2.63)
Note. a % =  p e r c e n t a g e  i s  b a s e d  o n  t h e  t o ta l  n u m b e r  o f  m e t h o d s  u s e d  t o  e x a m i n e  s tu d e n t  a c h i e v e m e n t  fo r  
l a n g u a g e  arts  in i t i a t iv e s .  b %  =  p e r c e n t a g e  b a s e d  o n  th e  to ta l  n u m b e r  o f  m e t h o d s  u s e d  to  e x a m i n e  s t u d e n t  
a c h ie v e m e n t  fo r  o t h e r  i n i t i a t i v e s ,  ' d e n o t e s  th a t th is  s tu d e n t  a c h i e v e m e n t  e x a m in a t io n  m e t h o d  w a s  n o t  a  
g i v e n  c h o i c e  b u t  w a s  w r i t t e n  in  b y  a  t e a c h e r  o r  te a c h e r s .
Keats Elementary: Summary o f  Data Collected fo r  Research Question 2
Keats Elementary teachers’ survey responses indicated that certain characteristics 
of professional development initiatives were more likely to result in “great change” in 
their classroom practices. First, teachers reported that language arts initiatives resulted in 
“great change” more times than initiatives that were not focused on language arts. When
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looking at initiative type and “great effect” both frequency and percentage must be 
considered in trying to identify initiative types having the greatest “great effect. For 
example, “assessment development” and “professional book talk” resulted in “great 
effect” 100% if the time, but each had a frequency of one. “Observations” and 
“individual professional development” only were reported twice each, thus it is difficult 
to place much emphasis on the fact that these types resulted “great effect” 66.67% of the 
time that these two types were reported. It was observed that “curriculum development” 
with a total of six items, resulted in “great effect” 83.33% of the time, the highest 
percentage of “great effect” for initiative types with greater than five items. Also, based 
on frequency and percentage, “workshops” resulted in “great effect” less often than all 
other language arts initiative types.
Teachers also reported that, next to “colleagues,” a category that was only listed 
four times, and “student achievement” listed only three times, participation in language 
arts initiatives due to “interest,” resulted in more “great effect.” Based on this data, it 
seems that “interest” was a compelling impetus type relative to change in classroom 
practices.
When asked about monitoring of language arts initiatives, teachers reported that 
“expected, with discussions” as a monitoring type was most often associated with 
initiatives where the teachers reported “great effect.” However, “expected, with 
discussions” was reported only four times. The type of monitoring with the next highest 
percentage of “great effects” was “expected, observed, with feedback,” which included 
seven items. The data seemed to indicate that language arts initiatives with some kind of 
monitoring resulted in “great effect” more often than those that did not.
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There was great variation in frequency of use of the various follow-up types. 
However, Keats Elementary teachers indicated that, initiatives with some kind of follow- 
up, regardless of type, resulted in greater “great effect” for language arts initiatives than 
“no follow-up.”
The data also suggested that the examination of impact on students was important. 
Examination of student achievement following initiatives had a larger “great effect” on 
classroom practices than no examination.
Research Question 3: Cleary Teachers ’ Description o f  Common Factors or Conditions 
fo r  Change
Keats teachers completed a survey that included an open-ended question asking, 
“What are five factors or conditions that influence whether you change your classroom 
practices after participating in a professional development initiative?” Teachers wrote 
their responses next to five bullets listed under the question. These were typed, one 
condition per line, cut into strips, and then sorted. Eighteen different themes emerged 
from this process. Table 32 lists the themes and indicates the frequency with which 
Keats teachers mentioned the different themes. As can be seen, the professional 
development conditions for classroom change mentioned most frequently by teachers had 
to do with materials/resources for implementation and student appropriateness. The four 
conditions for change mentioned next most frequently were practical nature of the 
initiative (8), time factor (7), follow-up support (6), and motivation (6).
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Table 32
Keats Elementary: Conditions fo r  Change with Frequency of Mention by Teachers
Frequency of response Theme
10 Materials/resources for implementation
10 Student appropriate
8 Practical nature of the initiative
7 Time factor
6 Follow-up support
6 Motivation
5 Quality of presenter
5 Hands-on nature of the initiative
5 Relevancy
4 Philosophical agreement
3 Implementation attempts
3 Differentiation capabilities
3 Curriculum orientation
2 Interest in the Initiative
2 Understanding of Value
2 Self-improvement
2 Novelty
2 Administrative support
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Additional review of the 18 themes yielded a reduction to five overarching themes 
that described what Keats Elementary teachers perceived as conditions for classroom 
change. The overarching themes were concrete support, individual teacher initiative, 
relevancy, student needs, and presentation characteristics (Table 33).
The overarching theme, concrete support, subsumed the emerging themes 
administrative support, implementation attempts, follow-up support, time factor, and 
materials/resources for implementation. The Keats teachers described how important it 
was to have concrete support following professional development and this support could 
come in several ways. Two reported on the importance of administrative support, and 
three described how important it was to try out a new strategy or new content that was 
learned through professional development. One teacher said, “ I need to see and try how 
to do it. Hands-on, not just talking.” Several other teachers described the importance of 
feed-back as follow-up support. “I need support in implementing (and feedback).” 
Concrete support also could come in the form of materials and supplies. “Do I have the 
resources/materials to implement?” reflects this resounding theme.
The second overarching theme about conditions for classroom change had to do 
with individual teacher incentive and included motivation, self-improvement, 
understanding of value, philosophical agreement, interest, and novelty. These emerging 
themes described how teachers wanted to be honored as individuals. Motivation was seen 
as important. Examples of teacher statements were “Personal motivation, not 
administrative direction,” and “It must be addressing a specific need that is important to 
you (internal motivation).” Motivation was related to interest: “My interest in the topic 
(do not make me attend something I do not need to help my students or my professional
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Table 33
Keats Elementary: Emerging and Overarching Themes fo r  Teachers ’ Responses About
Conditions fo r  Change
Frequency of 
Response
Emerging Themes Overarching Themes
28 • Administrative support
• Implementation attempts
• Follow-up support
• Time factor
• Materials/resources for 
implementation
• Concrete support
18 • Motivation • Individual teacher
• Self-improvement
• Understanding of value
• Philosophical agreement
• Interest
•  Novelty
incentive
16 • Curriculum orientation
• Relevancy
• Practical nature of initiative
• Relevancy
13 • Differentiation capabilities
• Student appropriate
• Student needs
10 • Quality of presenter • Presentation
• Hands-on nature of initiative characteristics
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growth). Personal philosophy was a deciding factor in whether one changed classroom 
practices after professional development. As stated, “Professional development must fit 
with your own educational philosophy.” Novelty also was a deciding factor: “Content 
must be interesting, exiting, and new,” and “dynamic and new ideas” were seen as 
motivating. It seemed that teachers were speaking about their personal need to see the 
value of an initiative and professional development objectives helped them in seeing 
“value.” For example, “If after attending development, I have a clear understanding of 
objectives, then I am able to use practices in my classroom.”
The third overarching theme was somewhat related to the second theme.
Teachers reported that if an initiative was “relevant to student need,” they were more 
likely to transfer professional development to classroom practice. Over and over teachers 
commented about the significance of student relevancy. One teacher summed it up when 
stating, “Content of development must address the need of students.” Moreover, teachers 
wanted differentiation in terms of age appropriateness, styles of learning, and special 
education needs.
Another overarching theme was that of relevancy to classroom needs. Teachers 
reported that they were more likely to transfer professional development when an 
initiative was practical or related to their curriculum. For example, one teacher 
maintained, ‘T he demands of the changes offered by professional development must be 
plausible,” and another teacher stated, “I need to be able to adapt it or see how it applies 
to my classroom.” Other teachers commented that in order for transfer to take place, it 
was important that an initiative was curriculum relevant— “Content must be adaptable to 
curriculum goals.”
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The last overarching theme had to do with presentation characteristics. Facilitator 
characteristics and the hands-on nature of an initiative seemed to make a difference in 
whether teachers changed classroom practices following professional development. 
“Quality of the presenter—did he/she challenge my ways of thinking?” was important 
and ‘T h e  presenter has to be intelligent— concept oriented and well versed in the 
feasibility of the concept being put to use.” Teachers also maintained that “If the activity 
is hands-on, captures students’ attention and imagination” or if there is “Use of 
manipulatives,” they were more likely to change their classroom practices.
Teachers reported that student achievement was an important consideration for 
professional development. When asked, ‘T o  what extent do you believe that professional 
development has influenced the increase in student achievement at your school?” 55.56% 
of teachers reported that it influenced student achievement to a “great extent.” One 
teacher stated, “I have grown as a professional because of our school. We as 
professionals model ‘teachers as learners’ in the best interests of our student body.” 
Another teacher reported that a professional development initiative did not have to be 
positive in order to elicit change. This teacher said, “It’s difficult to measure the extent to 
which professional development influences our thoughts— sometimes an em pty topic, 
poorly presented to our staff bonds us in ways that could pave the way for future 
collaboration with each other.” A third teacher pointed to a link between professional 
development and student achievement when stating, “I feel I learn something from every 
professional development experience. W hether I get one idea or many, I think that new 
ideas introduced instill new learning for teachers and students alike.”
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Nearly half of the Keats staff did not report that professional development 
influenced student achievement, “to great extent.” Their reasons are typified by this one 
teacher’s comment justifying “to little extent” as a response: ‘The activities or lessons 
introduced in many workshops cannot be applied in the classroom due to lack of funding 
or lack of materials. Some lessons do not fit in with the curriculum.” Another teacher 
said, “Not all teachers believe they need to hone their teaching skills or alter their yearly 
teaching units. Not all teachers take the initiative to attend conferences, courses, 
workshops, other than those mandated by the school or Board of Education.” Also, it was 
noted that when asked about the most important steps to increasing student achievement, 
only two statements were made relative to professional development.
Keats Elementary: Summary o f  Data Collected fo r  Research Question 3
For the most part, the Keats staff perceived that initiatives impacted student 
achievement “to great extent” because professional development “promotes critical 
thinking amongst the staff members.” This orientation to student achievement needs, 
along with concrete support, individual teacher incentive, relevancy, and presentation 
characteristics, were the conditions for classroom change that were identified by the 
Keats Elementary teachers.
Sendak Elementary 
Sendak Elementary: Descriptive Information
Sendak Elementary was the largest of the three schools in the study, housing 583 
pre-kindergarten through eighth grade students at the time of the study. Ms. Maurice is 
the principal of Sendak Elemenary, which, like Cleary Elementary, is located in the
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Lakeview area of a large, Midwestern city. In 1995, 23.6%  of the third through eighth 
grade students at Sendak scored at or above the national mean on the language arts 
portion of the Iowa Test of Basic Skills (1TBS). In 1999, 47.6% o f  the third through 
eighth grade students scored at or above the national mean on the ITBS. This means that 
in a four-year period, the number of students doing well on the language arts scores on 
the ITBS increased by 24%. Moreover, of 485 elementary schools in the district, Sendak 
had the tenth greatest increase of test scores at or above the national means on the 
language arts portion of the ITBS. Students attending Sendak w ere taught by 19 
classroom teachers and 15 resource or special education teachers. The attendance rate for 
Sendak was 95.8%. Students from low-income families accounted for 94.9% of the 
student population. O f the three schools studied, Sendak has the largest percentage of 
students with low English proficiency, (38.4%). There was a 21.2% mobility rate at 
Sendak. Table 34 summarizes this description of Sendak Elementary.
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Table 34
Sendak Elementary: Descriptive Information
Description Number or Percentage
Student count (grade levels) 583 (PK-8)
At or above national means 1995 23.6%
1999 at/above national means 47.6%
Raise at/above national means 24%
Number of classroom teachers 19
Number of resource/special education 15
teachers
Attendance rate 95.8%
Low income 94.9%
Limited English proficiency 38.4%
Mobility rate 21.2%
Research Question 1: Sendak Principal's Description o f  Professional Development
Six overarching themes describing professional development were identified at 
Sendak Elementary. These themes were: (a) fosters and expands communication to 
promote school change, (b) views professional development in a broad context, (c) 
provides tangible support through a variety of resources, (d) links initiatives to student 
needs through use of informally and formally collected data, (e) honors staff members’ 
autonomy and needs in the change process, and (f) promotes cultural norms that support 
school change. Table 35 provides an overview of the six themes.
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Table 35
Sendak Elementary: Emerging Themes and Overarching Themes from Principal’s 
Interview
Supportive data Emerging themes Overarching themes
• Plants seeds in different • Subtle guidance vs. • Fosters and expands
places requirement communication to
• Tries alternatives for • Primary role as promote school
encouraging change communicator change
• Maintains folder with • Relationship between
different conference communication and change
information
• Questions staff about
participation in professional
development
• Promotes sharing among staff
• Arranges grade levels for
communication
• Uses faculty meetings and
bulletins.
•  Maintains a visible presence.
(table continues)
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Supportive data Emerging themes Overarching themes
• Communicates that sharing is • Informal vs. formal • Views professional
professional development professional development development in a
• Discusses how student • Varied opportunities for broad context
teachers expand teachers improvement
• Brings in professor from • Professional development
DePaul to provide in-class 
lessons.
• Supports teacher mentors
• Engages in school 
improvement through 
curriculum alignment
resource seeker
• Provides time for staff • Resource provider • Provides tangible
development through • Time as a resource support through a
restructured day. • Administrative actions as variety o f resources
• Provides time for celebration resources
and communication.
• Promotes homework as best 
practice and supplies folders.
• Reduced class size in the 
primary grades.
• Fiscal resources
(table continues)
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
172
Supportive data Emerging themes Overarching themes
• Requests that observers help (see previous page) (see previous page)
teachers in some way
•  Took “opportunity” to hire
new teachers
•  Pays for substitute teachers
and provides money for
conferences
•  Includes professional
development in school
improvement plan
• Encourages staff members
who are not dynamic teachers.
• Protects instructional time and
lengthened reading time.
•  Provides description of school • School demographic data • Links initiatives to
population • Use of varied data student needs
• Describes need to be aware of • Examination of data for through use of
students’ backgrounds/needs planning informally and 
formally collected 
data
(table continues)
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Supportive data Emerging themes Overarching themes
•  Utilizes a professional (see previous page) (see previous page)
problems committee for input.
•  Encourages teachers to talk by
physically rearranging school
• Provides grade level sharing
times.
• Promotes communication •  Principal’s role in shaping • Promotes cultural
• Provides tangible support school culture norms that support
• Reaches out to the knowledge •  Evidence of several strong, school change.
bases positive, school cultural
• Promotes collegiality norms
• Protects what is important
• Communicates high
expectations to try different
methods.
• Encourages shared decision
making and choice in staff
development.
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The principal’s morning interview at Sendak Elementary began with a tour of the 
facility. Ms. Maurice felt that it was important that I see the facility and wanted to explain 
what “went on” in the various areas of the building. The old building had many levels, 
twists, and turns, with every available space being used. Even the hallway was used as an 
instructional area. There was a parent center with 10 parents working on “home projects.” 
The principal questioned teachers and students about why they were not working on 
language arts during the scheduled time. The principal communicated with me about the 
interrelationships of facility, time, and staff.
After I completed the interview, I realized that this informal tour provided me 
with a glimpse of what would be the first overarching theme for Ms. M aurice’s 
leadership of professional development— fosters and expands communication to promote 
school change. This overarching theme integrated three emerging themes: subtle 
guidance versus requirement, primary role as communicator, and relationship between 
communication and change.
From the beginning of the interview, Ms. Maurice recognized the importance of 
informal communication in school change: “You have to do it in a sort of off-handed 
way. And if you can’t get in the front door, you try the side door, and the back door.” 
“Opening doors” also was extended to how the principal used the school facility 
to promote conversation. Prior to Ms. Maurice’s arrival, grade levels were not co-located. 
Ms. Maurice changed classroom assignments to foster closer communication. As she 
stated, “But what it did was start opening the doors for teachers to talk to each other...” 
Ms. Maurice varied how she subtly encouraged her staff. A primary way of 
encouraging change was by “planting seeds.” Ms. Maurice relayed this example:
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And I’ll start talking after school with a few of the key teachers who I know are 
very talkative and they have circles of friends and I’ll say, “Gee, what do you 
think about this idea?” and I’ll plant an idea. And maybe a week later, I’ll say to 
them, “Did you talk to anybody about that? What do you think? Do you think it 
will work here?” Then they start to think but I don’t come out in a bulletin and 
mandate. I try to plant little seeds in different places.
Ms. Maurice’s role as communicator encouraged professional development by
linking staff. As the principal described, “And if I see something they’ve learned, I’ll
mention it at a faculty meeting— especially if I know another teacher is working on that
as w ell...so  I’m kind of a link in connecting staff.”
The theme of communication began with Ms. Maurice, was an integrated part of
school life, and was perpetuated by the Sendak teachers . As stated by the principal:
So they come back and do this sharing of what they learned. Sometimes they 
come in and tell me about something they learned or I might say to a teacher, 
“Gee (teacher’s name) do you want to tell me about that book that you picked up 
at the conference. That was a great idea.” And then she’ll open up and say 
something. So most of the time they’ll come back and say something to me.
The idea that communication was essential to promoting professional growth
inevitably led to the second overarching theme, which is that the principal views
professional development in a broad context. Broad context also incorporated informal
professional development. As stated by the principal, “I don’t do form al...I think more
informal methods make a greater difference...it has to be individual.” Ms. Maurice used
varied informal methods and saw student teachers as helping professional development.
As she described:
This year I have student teachers in my building from DePaul, Northwestern, and 
Northeastern. I even have someone from the Art Institute for my art teacher and 
my music teacher. At some point in time, I want every one of my teachers to get 
a student teacher and they’ve come to rely on that now. By having the student 
teachers, it gives my teachers a sense of worth and importance and knowledge 
about different methods and different ways. So it’s really been a very gentle way 
of professional development for my staff.
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This “gentle way of professional development” was extended to other classroom
professional development experiences. For example, Ms. Maurice stated:
Then the other thing is we have— Dr. Foster from DePaul does his science class 
here. He is just wonderful. He brings his college students, all 25 of them, every 
quarter. They do hands on science with four different classrooms and they break 
the kids up into small groups.
The principal also used observation as a form of professional development at
Sendak Elementary. Ms. Maurice maintained that observations encouraged greater self-
awareness among staff as well as provided a valuable resource. For example,
Another thing we do in professional development is I’ve opened up my school to 
DePaul University and they send us a lot o f observers. So teachers have someone 
observing in their classroom and it puts them— they want to show off a 
bit...A gain, I try to find outside resources for my teachers that stimulates them so 
that, for example, they would get on the Internet and develop their science classes 
because they knew they were going to have a college kid observing and they don’t 
want the college kids outshining them. So that’s part o f their professional 
development.
Sendak teachers also were given opportunities to be observers. Ms. Maurice 
maintained that observations helped the teachers to compare and contrast what they were 
doing with what someone else was doing, and this comparison was helpful. When 
describing her discussions with teachers who observed another teacher, the principal 
explained:
They said, “But we’re doing what he is doing. He just got noticed for that. Oh we 
could Fine tune this or fine tune that.” It’s actually a reaffirmation when you go 
someplace and say, “Yes, I’m doing that and I’m doing that. Maybe I’m doing 
that but maybe if I fine tune it and show it this way the children will get it.”
Ms. Maurice viewed curriculum development as effective professional
development and described this initiative that took place at Sendak Elementary:
One year we had an Annenburg grant where we were an Audubon school. And 
one summer they wrote a proposal and we weren’t included so I said to my art 
teacher, “It sounds like a great idea. W e’re in this Annenburg grant for the arts
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and we wanted to align the curriculum so let’s have our teachers included.” So 
over the summer, those teachers who wanted to be involved were paid an hourly 
wage and went through the curriculum and those who were more interested in 
social studies went to the social studies and so on. Then at the end of the summer, 
I got back that alignment.
Ms. Maurice told about a teacher at Sendak Elementary who a mentor teacher for 
her region as another example of effective, informal staff development. Ms. Maurice 
backed her devotion to informal staff development by describing another discussion with 
a teacher:
For example, I was talking to a teacher and she said that out of all the mandated 
staff development classes that she has been taking for fifteen hours, there was 
only one thing that she felt was worthwhile— that she’s really getting most from 
other teachers— with the mandated, she’s just putting her time in.
As can be seen, the informal methods of professional development provided
tangible support to the teachers and results in tangible support becoming a third
overarching theme. The provision of support through a variety of resources encompassed
four emerging themes: resource provider, time as a resource, administrative actions as
resources, and fiscal resources. The principal viewed her role as resource provider to be
important and used a variety of strategies for developing tangible support. For one thing,
Ms. Maurice explained, “I reduced class size— one, two, and three have around 20.
Chapter I funds were used for this.” Also, the principal maintained that colleagues were
a valuable resource when given the time to provide effective instruction:
I moved grade level classes so they were together and then lengthened the reading 
time for all classes so that there was 120 minutes for primary and 100 for 
intermediate and upper. There are to be no interruptions during this time. I am the 
watchdog of reading time.
The principal also articulated to observers that they had a responsibility to provide 
support to the teachers at Sendak Elementary. Ms. Maurice described her position:
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What I’ve done with the observers— I’ve said to the observers— you’re not just an 
observer in this school. When you come in to observe, you have to help a teacher 
in some way. You either have to tutor a child— you’re not going to just sit in the 
classroom— you’re going to do something.
Ms. Maurice also maintained that time is an important resource for her to provide to
teachers if she wanted to encourage them to grow professionally. To support this issue of
time, she restructured a day for professional development. As she explained:
It’s written in our school improvement plan. There are several ways of doing staff 
development. One, we do what is called a restructured day. The children come in 
ten minutes early and then the last Friday of the month my children are dismissed 
at noon and we do in-house staff development. Pretty much they are planned by 
what the teachers request...I do Fridays because it would be too hard for my 
parents to remember, no matter how many notices— I would have children left 
behind.
Time for informal staff development also was provided through the grade level meetings
that Ms. Maurice scheduled:
W e have grade level meetings weekly. I’ve set up a schedule such that, for 
example, the third grade teachers have a common prep period and they meet once 
a week and then they discuss whether they’ve been to a conference, or if they are 
having problems, or they’ve tried a new strategy— it’s a sharing time.
Finally, Ms. Maurice provided tangible support for teachers to participate in
professional development that took place outside the building. She describes how she did
this:
I also allow my teachers to take a maximum of three days off. We pay for, and 
this is unheard of thing in (district) because all the schools don’t do it. I pay for 
substitutes for a maximum of three days and up to $275 for conferences.
The fourth overarching theme had to do with linking initiatives to student needs
through use of informally and formally collected data. From the very beginning of the
interview, Ms. Maurice gave examples of how she used data to make decisions about the
school. For example, when describing a professional development initiative that focused
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on gangs, the principal provided statistics that justified this initiative and stated, “We 
need to be aware of where we are in the city and what backgrounds our kids have so we 
can reach them. They have to understand by walking in their shoes.”
Ms. Maurice used data to articulate the amazing accomplishments that had been 
made in spite of the school’s demographics. She also used data to project a philosophy 
that there were no excuses for lack of student achievement. For example, “One thing that 
people should take into consideration is that I have 85% minority. I have 13% Caucasian.
I have 70% Hispanic, second language learners. That says a great deal about what we’re 
doing here.”
Formally collected data also were analyzed and used by the Sendak staff. The
principal described what they did:
At the beginning of the year when we get the ITBS scores back on the children, 
we look at that at grade levels and then I have a meeting with the previous grade 
level. For example, the second and third grade teachers would meet and then 
another day the third and fourth meet, so there’s overlapping. So what I have them 
do is look at the skills analysis for weaknesses in those children. They look for 
deficits and then plan instruction.
This data analysis was used not only to guide teachers’ instructional content and
strategies, but also to plan programs for the students. The principal explained the
approach: “We have an after-school reading program and a mandated summer school for
students who did not make the gains needed over a year. It’s a day camp.”
Ms. Maurice described how the examination of data was not enough to improve
student achievement— it also took an excellent staff doing the right things. This idea
became a fourth overarching theme that was prevalent throughout the interview. Ms.
M aurice honored staff members’ autonomy and needs in the change process. Indeed, the
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principal honored the staff by communicating trust. Such trust was contagious, leading to
possibilities of staff growth. As she described:
Well there needs to be a trust. You have to value your neighbor that what they’ve 
acquired is worthwhile. I can’t put my finger on it here— but everybody trusts. 
Also, the fact that I allow them to select what they think they need for staff 
development. That is really part of it. It’s individualized. I have to trust them to 
make choices.
The principal also transferred this idea of trust as a condition for change in classroom 
practices. According to Ms. Maurice, the principal has to trust the teachers and the 
teachers have to trust that a professional development initiative is right for them. As she 
said:
Also, they have to have faith in where they are going— they had experience before 
or someone else told them about it. For example, last year two of my teachers 
read about a suburban teacher and said, ‘We’d like to contact him and visit his 
school and observe him. So I said, ‘Fine, go right ahead and see what you can do.’ 
So I had to finagle a little bit with two teachers out the same day. I had to get 
subs. But they came back and they were energized.
In order to honor the teachers’ knowledge and expertise, Ms. Maurice felt that it
was important to avoid mandates. She said, “It has to really come, I feel, from the
teachers. With mandating, you set up boundaries—to mandate everything, to me— it turns
me off and I think it would turn off my staff.” When asked how she encouraged change,
Ms. Maurice provided this concrete example:
Like I was really on the accelerated reader four years ago and I kept pushing it 
and pushing it. And I just couldn’t get anybody to bite and then one of my 
teachers went and talked to other teachers and they raved about it. So then she 
went to their school and saw how they were doing and she came back and acted 
like it was a brand new subject that had never been introduced. And she said, “I 
really would like to get the program.” So it started with one teacher— she got out 
and started lobbying for it and she started bringing in literature and so she got a 
couple more. One teacher said, “You did this a couple of years ago.” And I said,
“I know, I just dropped it because they weren’t ready for it.” You know teachers 
have to be ready for it. Yes, they have to be ready and open. She lobbied and last 
year we purchased accelerated reader for the computers and this year we are
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installing it. So that’s a process in doing it— now not everybody is sold on 
accelerated reader but, if I had said to them, “You all will use the accelerated 
reader,” you can be damn sure I would walk around here and maybe five would 
be using it.
Honoring of staff and trusting them to participate in decision making led to the
identification of the sixth overarching theme. Ms. Maurice promoted cultural norms that
supported school change. This theme provided a binding thread for the all of the themes
that were identified. As was indicated previously, the principal encouraged open and
honest communication both through her own example and by establishing a physical
layout that facilitated ongoing communication. The principal believed in the power of
communication and thought it was a wonderful tool for celebration— another cultural
norm. This belief was reiterated in the following statement that was made in response to a
question about follow-up:
I don’t want my teachers to feel that they have to com e back and write everything 
up so that they lose that excitement. I want them to come back with that 
excitement and tell others about what they learned, that they think is a great idea. 
And if they have to write it up, it is another piece o f paper. I want the excitement 
of sharing.
Indeed, celebration was a key cultural norm for encouraging teacher change. Ms. Maurice
described how professional development half-days provided one avenue for celebration:
The other thing I do here is we have lunch together. The social committee 
organizes it. Every month six to eight teachers bring in a salad and they have a 
social time. Sometimes we do some gimmick things— some fun things. I’ll do 
prizes with incentive things for my teachers. For example, all the teachers who 
had perfect attendance for month— I’ll put their name in a hat and draw one and 
they might get $50 extra to spend on classroom instruction.
The principal reached out to knowledge bases by using various forms of formal
and informal data. Ms. Maurice also fostered collegiality and shared decision-making,
and set up an organizational structure to allow for this. The norms of collegiality and
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shared decision making were further supported by this statement: “I told her to bring it on 
to the professional problems committee and if they want it, we’ll have some people come 
in and do a presentation, and if the teachers vote that they want this p rogram .. .
Sendak Elementary: Summary o f  Data Collected fo r  Research Question 1
To summarize, six overarching themes were identified that characterized the 
Sendak Elementary principal’s description of professional development and her role in 
supporting professional development. The six themes were: (a) fosters and expands 
communication to promote school change, (b) views professional development in a broad 
context, (c) provides tangible support through a variety of resources, (d) links initiatives 
to student needs through use of informally and formally collected data, (e) honors staff 
members’ autonomy and needs in the change process, and (f) promotes cultural norms 
that support school change.
Research Question 2: Sendak Teachers’ Description o f  Professional Development 
Initiatives
As was done at the other two schools, Sendak Elementary teachers were given a 
survey and asked to list 10 professional development initiatives they participated in and 
to designate the type of initiative, impetus, monitoring type, follow-up, and plan to 
examine student achievement for each initiative. Teachers also were asked to report the 
effect on classroom practices that the initiative had by checking either “no extent,” “little 
extent,” “some extent,” or “great extent.” The survey results about characteristics of 
professional development at Sendak Elementary and effect on classroom practices 
follows. Sendak Elementary was identified for this study because of an increase in 
language arts achievement, professional development initiatives were divided into two 
types— those related to language arts and other kinds of professional development. Also,
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
183
teachers listed initiatives that included other kinds of professional development. 
Sometimes, there was overlap; thus, data about professional development “other” than 
language arts also are included.
Sendak Elem entary teachers chose from 10 types o f professional development 
initiatives: “workshop,” “conference,” “graduate class,” “curriculum development,” 
“assessment developm ent,” “individual professional development,” “school 
improvement,” “professional book talk,” “action research,” and “observations” (Table 
36).
Table 36
Sendak Elementary: Types o f  Professional Development Initiatives and Effect on 
Classroom Practices
Type of professional development 
initiative
Total
Nbr
#/%
No
effect
#/%
Little
effect
#/%
Some
effect
#/%
Great
effect
Workshop (LA) 87 3/3.45 14/16.09 45/51.12 25/28.74
Workshop (other) 93 12/12.9 22/23.66 40/43.01 19/20.43
Conference (LA) 15 0 0 4/26.67 11/73.33
Conference (other) 7 1/14.29 2/28.57 2/28.57 2/28.57
Graduate class (LA) 4 0 1/25.0 1/25.0 2/50.0
Graduate class (other) 9 0 0 6/66.67 3/33.33
Curriculum development (LA) 9 0 1/11.11 3/33.33 5/55.56
Curriculum development (other) 5 0 1/20.0 2/40.0 2/40.0
Assessment development (LA) 7 2/28.57 1/14.29 3/42.86 1/14.29
Assessment development (other) 4 0 0 1/25.0 3/75.0
(table continues)
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Type of professional development 
initiative
Total
Nbr
#/%
No
effect
#/%
Little
effect
#/%
Some
effect
#/%
Great
effect
Indiv. professional development3 (LA) 2 0 0 0 2/100
Indiv. professional development3 (other) 11 1/9.09 2/18.18 2/18.18 6/54.55
School improvementb (LA) 18 0 0 11/61.11 7/38.89
School improvementb(other) 16 0 2/12.5 6/37.5 8/50.0
Professional book talk (LA) 2 1/50.0 0 1/50.0 0
Professional book talk (other) 2 0 1/50.0 1/50.0 0
Action research (LA) 2 0 1/50.0 0 1/50.0
Action research (other) 1 0 0 1/100 0
Observations (LA) 2 0 0 0 2/100
Observations (other) 1 0 0 0 1/100
Other Types (LA) 0 0 0 0 0
Taught workshop (other) 1 0 0 0 1/100
Note. ^ In d iv . p r o f e s s io n a l  d e v e lo p m e n t  =  in d iv id u a l  p r o f e s s i o n a l  d e v e lo p m e n t  w h ic h  c a n  b e  in  t h e  fo r m  o f  
p r o f e s s io n a l  d e v e l o p m e n t  p o r t f o l io s  o r  p r o f e s s io n a l  d e v e l o p m e n t  p la n s .  I n d iv id u a l  p r o f e s s io n a l  
d e v e l o p m e n t  i s  p la n n e d  a n d  im p le m e n te d  b y  a n  in d iv id u a l  s t a f f  m e m b e r ,  w ith  o r  w it h o u t  g u i d a n c e  fr o m  
o t h e r s .  I n d iv id u a l  p r o f e s s io n a l  d e v e lo p m e n t  f o c u s e s  o n  c o n t e n t  o r  s k i l l s  a n  in d iv id u a l  s t a f f  m e m b e r  h a s  
id e n t i f i e d .  bS c h o o l  im p r o v e m e n t  =  a  p r o f e s s io n a l  d e v e l o p m e n t  in i t ia t iv e  is  id e n t i f i e d  b y  s o m e  k in d  o f  
p la n n in g  to  im p r o v e  s o m e  a s p e c t  o f  th e  s c h o o l .  S c h o o l  im p r o v e m e n t  in v o lv e s  a  c o h e s i v e  g r o u p  o f  s t a f f  
m e m b e r s  s u c h  a s  s c h o o l  p la n n in g  o r  p r o f e s s io n a l  d e v e l o p m e n t  t e a m . T h e  p la n n in g  b y  th e  g r o u p ,  in  a n d  o f  
i t s e l f ,  b e c o m e s  a  p r o f e s s io n a l  g r o w t h  e x p e r ie n c e .
As can be seen from Table 36, there was great variation in frequency among types 
of professional development and this variation could render results that are somewhat 
misleading. The most frequent type of professional development reported by Sendak 
Elementary teachers was “workshops” on topics other than language arts, with a total of 
93 listings. Language arts “workshops” with 87 responses had the second most frequently
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mentioned type of professional development, and language arts “school improvement 
initiatives” was third with 18 listings. Several types of professional development 
initiatives were mentioned five or less times (number in parentheses): language arts 
“graduate class” (4), other “curriculum development” (5), other “assessment 
development” (4), language arts “individual professional development” (2), language arts 
and other “professional book talk” (2), language arts and other “action research” (2 & 1 
respectively), language arts and other “observations” (2 & 1 respectively).
Sendak teachers provided information to examine type of initiative and effect on 
classroom practices as well. As mentioned earlier, there was great variation in frequency 
among types. Therefore, it is important to examine both numbers and percentages among 
workshop types when looking at “great effect” so that results will not be misleading. If 
initiative types with five or less total listings are eliminated so that results will not be 
misleading, Sendak teachers reported that the five types of initiatives that had the greatest 
effect on their classroom practices were (number/percentage of initiative time included in 
parentheses): language arts “conferences” (11/73.33%), language arts “curriculum 
development” (5/55.56%), other “individual professional development” (6/54.55%), 
other “school improvement” (8/50.0%), and language arts “school improvement” 
(7/38.89%). The type of initiative that teachers reported as having “great effect” the least 
often was language arts “assessment development” (14.29%), but this type included only 
four total listings. They also indicated “no effect” for several initiative types 
(number/percentage of total initiative type in parentheses): language arts “workshop” 
(3/3.45), other “workshop” (12/12.90), other “conference” (1/14.29), language arts 
“assessment development” (2/28.57), other “individual professional development”
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1/9.09), and language arts “professional book talk” (1/50.0). Sendak teachers indicated 
that all of the professional development initiatives affected classroom practices to “some 
effect” or to “great extent” at least 50% of the time.
Data about professional development initiatives that were language arts related 
and those that were not were aggregated also. Table 37 indicates that Sendak Elementary 
teachers reported a total of 298 professional development initiatives, with 49.66% (n = 
148) of those initiatives related to language arts and 50.34% (n = 150) devoted to topics 
that were not specifically language arts related. Overall, Sendak teachers indicated that 
language arts related professional development had the largest “great effect” on practices 
with 56 or 37.84% of all language arts initiatives. Other initiatives had the greatest “no 
effect” (number/percentage of total other initiatives in parenthesis) (14/9.33), and “little 
effect” (30/20.0).
Table 37
Sendak Elementary: Language Arts and Other Professional Development Initiatives and 
Their Effect on Classroom Practices
Initiative
group
#/% 
No effect
#/%
Little
Effect
#/%
Some
effect
#/%
Great
effect
Total
number
of
initiatives
Percentage 
of total 
initiatives
LA 6/4.05 18/12.16 68/45.95 56/37.84 148 49.66
Other 14/9.33 30/20.0 61/40.67 45/30.0 150 50.34
Combined 20/6.71 48/16.11 129/43.29 101/33.89 298 100
Impetus for participating in professional development was the next set o f data 
analyzed. Sendak teachers could choose participation due to “mandatory attendance,”
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“interest,” “self-improvement,” “student improvement,” “administrative 
interest/concern,” or “colleagues.”
The Sendak Elementary teachers’ data show great variation for frequency among 
impetus types and this variation could lead to results that are somewhat misleading. The 
impetus with the greatest “great effect” for language arts was “self-improvement” which 
included 55.56 % of this impetus type; however, “self-improvement” and “great effect” 
only included five items. For language arts initiatives, “administrative concern” had the 
second greatest percentage of “great effect”(66.67%, n = 6), and “interest” was third with 
48.44% (n = 31). For other initiatives, “ interest” had the greatest “great effect” or 36.73% 
(n = 18) o f initiatives associated with this impetus type. “Self-improvement” was second, 
with 26.57% (n = 4). Conversely, the language arts impetus with greatest “no effect” was 
“mandatory attendance” with 8.93% (n = 5) and, for other initiatives, was “student 
improvement” with 16.67% (n = 1). It also was noted that for other initiatives, “student 
improvement” had “great effect” an equal percentage of the time with the same 
frequency. Table 38 provides an overview of these data.
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Table 38
Sendak Elementary: Teachers' Perceptions About the Effect o f  Reason fo r  Participation
in Professional Development Initiatives on Classroom Practices
Reason for participation Total
#/%a
#/%b
No
effect
#/%  D 
Little 
effect
# l% a
Some
effect
# /% b
Great
effect
Mandatory attendance (LA) 56/38.10 5/8.93 11/19.64 30/53.57 10/17.86
Mandatory attendance (other) 76/50.67 11/14.47 17/22.37 29/38.16 19/25.0
Interest (LA) 64/43.54 1/1.56 6/9.38 26/40.63 31/48.44
Interest (other) 49/32.67 2/4.08 8/16.33 21/42.86 18/36.73
Self-improvement (LA) 9/6.12 0 0 4/44.44 5/55.56
Self-improvement (other) 14/9.33 1/7.14 1/7.14 8/57.14 4/26.57
Student improvement (LA) 9/6.12 0 0 5/55.56 4/44.44
Student improvement (other) 6/4.0 1/16.67 0 4/66.67 1/16.67
Admin, interest/concern c (LA) 9/6.12 0 0 3/33.33 6/66.67
Admin, interest/concern (other) 4/2.67 1/25.0 0 2/50.0 1/25.0
Colleagues (LA) 0 0 0 0 0
Colleagues (other) 1/.67 0 1/100 0 0
Note . a %  =  p e r c e n t a g e s  b a s e d  o n  th e  to ta l  n u m b e r  o f  la n g u a g e  a r ts  o r  o t h e r  i n i t i a t i v e s .  b %  =  p e r c e n ta g e s  
b a s e d  o n  th e  t o ta l  f r e q u e n c y  o f  im p e tu s  t y p e .  c A d m in .  in te r e s t /c o n c e r n  =  A d m in i s t r a t iv e  in te r e s t /c o n c e r n .
The rank order for both frequency of use and “great effect” was determined. 
Sendak teachers reported reasons for participation in language arts according to the 
following order (number/percentage of language arts initiatives in parentheses): “interest” 
(64/43.54), “mandatory participation” (56/38.10), “self-improvement” (9/6.12), “student 
improvement” (9/6.12), “administrative interest/concern” (9/6.12), and “colleagues” (0).
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For other types of initiatives, the rank order was “mandatory participation” (76/50.67), 
interest (49/32.67), “self-improvement’ (14/9.33), “student improvement” (6/4.0), 
“administrative interest/concern” (4/2.67), and “colleagues” (1/.67). Note the variation in 
frequency among impetus types.
The ranking of impetus with “great effect” provided results that also indicated the 
variation of frequency among type. For language arts, the ranking according to impetus 
and “great effect” was (number/percentage of impetus type included in parentheses) 
“administrative interest/concern” (6/66.67%), “self-improvement” (5/55.56%), “interest” 
(31/48.44%), “student improvement” (4/44.44%), “mandatory participation”
(10/17.86%), and “colleagues” (0). For other initiatives, the ranking o f percentages 
according to impetus and “great effect” was (number/percentage of impetus type included 
in parentheses) “interest” (18/36.73%), “self-improvement” (4/26.57%), “mandatory 
participation” (19/25.0%), “student improvement” (1/16.67%), “administrative 
interest/concern” (1/25.0%), and “colleagues” (0). Note that “student improvement” and 
“administrative interest/concern” included only one item and were next to last and last, 
respectively, in having “great effect.” Also note that the survey data indicated that the 
categories of “interest” and “mandatory participation” were nearly equal in influencing 
whether teachers participated in language arts professional development initiatives. “Self- 
improvement,” “student improvement,” and “administrative interest/concern” as impetus 
for participation in language arts initiatives were equal in frequency and percentage. For 
other initiatives there was more o f a spread in terms of reasons for participation. No 
definitive discrepancies were noted between impetus frequency and impetus type with 
“great effect.” Table 39 compares the data.
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Table 39
Sendak Elementary: Comparison o f  Reason fo r  Participation Frequency and  “Great 
Effect” in Language Arts and Other Initiatives by Rank
Rank
order
Ranking of LA 
initiatives by 
frequency of use 
(#/%a)
Ranking o f LA 
initiatives by 
“great effect” 
(#/%b)
Ranking of other 
initiatives by 
frequency of use 
(#/%a)
Ranking of other 
initiatives by 
“great effect” 
(#/%b)
1 I (64/43.54) A (6/66.67) M (76/50.67) 1(18/36.73)
2 M (56/38.10) S (5/55.56) I (49/32.67) S (4/26.57)
3 S, ST, & A 1(31/48.44) S (14/9.33) M (19/25.0)
(9/6.12) A (1/25.0)
4 C (0 ) ST (4/44.44) ST (6/4.0) ST (1/16.67)
5 M (10/17.86) A (4/2.67) C (0 )
6 C (0 ) C (1/.67)
Note.
M  =  M a n d a to r y  a t t e n d a n c e  
I =  I n te r e s t
S  =  S e l f - i m p r o v e m e n t  
S T  =  S t u d e n t  im p r o v e m e n t  
A  =  A d m in is t r a t iv e  in t e r e s t /c o n c e r n  
C  =  C o l l e a g u e s
a 7c =  p e r c e n t a g e  fo r  u s e  o f  im p e t u s  t y p e  i s  b a s e d  o n  
th e  t o ta l  n u m b e r  o f  la n g u a g e  a r ts  o r  o t h e r  i n i t i a t iv e s  
b %  =  p e r c e n t a g e  fo r  im p e tu s  t y p e  w ith  “ g r e a t  
e f f e c t ”  is  b a s e d  o n  to ta l f r e q u e n c y  o f  th e  im p e t u s  
t y p e
Monitoring for professional development initiatives at Sendak Elementary also 
was examined. Possible choices for monitoring were “no expectation,” “expected but not 
monitored,” “expected and observed with feedback,” “expected with discussions,” and 
“expected and had to teach.” The data for language arts initiatives were distinguished 
from the data for other initiatives.
The teacher survey data about expectation of use and effect on classroom practice 
were examined for Sendak Elementary. Table 40 provides an overview of the results
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from this analysis. Because of the variation in frequency among monitoring types, both 
frequency and percentage of the initiatives associated with each monitoring type are 
indicated. The monitoring type having the most “great effect” for language arts was 
“expected had to teach” with 60% (n = 9) and, for other initiatives, “expected with 
discussion” with 57.89% (n = 11). The second greatest “great effect” for language arts 
was “no expectation” with 40.48% with almost twice the items (n = 17) as the monitoring 
type with the greatest “great effect.” For other initiatives, “expected, had to teach” was 
second with 50.0% (n = 5). The monitoring type that indicated the most “no effect” for 
language arts initiatives was “no expectation” with 11.90% (n = 5). For other professional 
development initiatives, the type with the greatest “no effect” was “expected, not 
monitored,” at 12.5% (n = 8). Other monitoring types with reported “no effect” were 
(number/percentage of total monitoring type included in parentheses) other “no 
expectation” (4/10.26) and language arts “expected, not monitored” (1/1.96)
A rank ordering was completed to compare frequency to monitoring type and 
“great results.” Both the number of items and percentage are included in this comparison 
so that the data will not be misleading. The rank order of monitoring type frequency with 
number of instances and percentage of language arts initiatives with that monitoring type 
shown in parentheses was “expected, not monitored” (51/35.92), “no expectation” 
(42/29.58), “expected, observed, feedback” (25/17.61), “expected, had to teach” 
(15/10.56), and “expected, discussions” (9/6.34). For other initiatives, the rank order of 
monitoring type frequency was (number/percentage of total other initiatives in 
parentheses) “expected, not monitored’ (64/43.84), no expectation (39/26.71), “expected, 
discussions” (19/13.01), “expected, observed, feedback” (14/9.59), and “expected, had to
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teach” (10/6.85). 
Table 40
Sendak Elementary: Teacher Perceptions About the Effect o f Monitoring Types on
Classroom Practices
Monitoring type (type of initiative) Total
#/% a
#/%b
No
effect
#/%  0 
Little 
effect
# /% b
Some
effect
# /% b
Great
effect
No expectation (LA) 42/29.58 5/11.90 4/9.52 16/38.10 17/40.48
No expectation (other) 39/26.71 4/10.26 10/25.64 18/46.15 7/17.95
Expected, not monitored (LA) 51/35.92 1/1.96 5/9.80 31/60.78 14/27.45
Expected, not monitored (other) 64/43.84 8/12.5 14/21.88 26/40.63 16/25.0
Expected, observed, feedback (LA) 25/17.61 0 4/16.0 13/52.00 8/32.0
Expected, observed, feedback 14/9.59 0 2/14.29 10/71.43 2/14.29
(other)
Expected, discussions (LA) 9/6.34 0 0 4/44.44 5/55.56
Expected, discussions (other) 19/13.01 1/5.26 1/5.26 6/31.58 11/57.89
Expected, had to teach (LA) 15/10.56 0 3/20.0 3/20.0 9/60.0
Expected, had to teach (other) 10/6.85 1/10.0 0 4/40.0 5/50.0
Note. a % b a s e d  o n  th e  to ta l  n u m b e r  o f  la n g u a g e  a r t s  o r  o t h e r  in it ia t iv e s .  b 7c b a s e d  o n  th e  t o ta l  f r e q u e n c y  
o f  m o n i t o r in g  t y p e
The rank order of monitoring type with “great effect” for both language arts and 
other initiatives differed. Keep in mind the variation of frequency among monitoring 
types. For language arts monitoring type with “great effect,” the rank order was 
(number/percentage of monitoring type in parentheses) “expected, had to teach” 
(9/60.0%), “expected, discussions” (5/55.56%), “no expectation” (17/40.48%), 
“expected, observed, feedback” (8/32.0%), and “expected, not monitored” (14/27.45%).
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The rank order for other types of initiatives was (number/percentage of monitoring type 
in parentheses) “expected, discussions” (11/57.89), “expected, had to teach” (5/50.0), 
“expected, not monitored” (16/25.0), and “no expectation” (7/17.95). There is not a 
lineup of rank ordering for frequency of use and monitoring type and “great effect.” For 
example, for language arts, “expected, not monitored” had the highest frequency but the 
lowest “great effect,” whereas “expected, discussions” had the least frequency but was 
second highest in “great effect.” For other initiatives, the difference in the ranking of 
monitoring type frequency and monitoring type with “great effect” is not as great. Table 
41 provides a summary of these results.
Table 41
Sendak Elementary: Comparison o f  Monitoring Type Frequency and “Great E ffect” fo r  
Language Arts and Other Professional Development Initiatives by Rank
Rank
order
Ranking of LA 
initiatives by 
frequency of use 
(#/%a)
Ranking of LA 
initiatives by 
“great effect” 
(#/%b)
Ranking of other 
initiatives by 
frequency of use 
(#/%a)
Ranking of other 
initiatives by 
“great effect” 
(#/%b)
1 EN (51/35.92) T (9/60.0) EN (64/43.84) D (11/57.89)
2 N (42/29.58) D (5/55.56) N (39/26.71) T  (5/50.0)
3 0 (2 5 /1 7 .6 1 ) N (17/40.48) D (19/13.01) EN (16/25.0)
4 T (15/10.56) O (8/32.0) 0 (14 /9 .59) N (7/17.95)
5 D (9/6.34) EN (14/27.45) T (10/6.85) O (2/14.29)
Note.
N  =  N o  e x p e c t a t io n
E N  =  E x p e c t e d ,  N o t  m o n it o r e d
O  =  E x p e c t e d ,  o b s e r v e d ,  f e e d b a c k
D  =  E x p e c t e d ,  d i s c u s s i o n s
T  =  E x p e c t e d ,  h a d  t o  t e a c h  to  o th e r s
a % =  P e r c e n t a g e  fo r  u s e  o f  m o n i t o r in g  t y p e  i s  b a se d  
o n  th e  t o ta l  n u m b e r  o f  l a n g u a g e  a r t s  o r  o t h e r
in i t ia t iv e s
b % =  P e r c e n t a g e  fo r  m o n i t o r in g  t y p e  w it h  “ g r e a t  
e f f e c t ”  i s  b a s e d  o n  to ta l  f r e q u e n c y  o f  t h e  m o n it o r in g  
t y p e
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
194
Follow-up options and reported effect on classroom practices were examined at 
Sendak Elementary. Teachers had six choices for follow-up options: “no follow-up,” 
“administrator observations,” “peer coaching,” “discussion groups,” “reflective journals,” 
and “portfolios.” Follow-up was what was done to support, facilitate, and improve 
teachers’ implementation attempts.
The data presented in Table 42 summarize the results for type of follow-up and 
extent of change in classroom practices for language arts and other initiatives. Because 
of the great variation in frequency, both number and percentage is included for each 
follow-up type. Both statistics are considered for data analysis. Teachers indicated that 
the follow-up type for language arts with the greatest “great effect” was “administrator 
observations” with 56.25% (n = 9) and “reflective journals” second with 55.56% (n = 5). 
For other professional development initiatives, when three write-in follow-up types were 
eliminated, teachers indicated that “discussion groups” had the greatest “great effect” 
with 50.0% (n = 15) and “peer coaching” was second with 41.18 % (n = 7). The follow- 
up type having the most “no effect” for both language arts and for other initiatives was 
“no follow-up,” with 8.06% (n = 5) and 15.38% (n = 12), respectively. Other follow-up 
types associated with initiatives having “no effect” were (number/percentage of follow- 
up type in parentheses) other “peer coaching” (1/5.88) and other “discussion groups” 
(1/3.33).
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Table 42
Sendak Elementary: Teacher Perceptions About the Effect o f  Types o f  Follow-up on
Classroom Practices
Follow-up type Total
#/%a
#/%b
No
effect
#/%  b 
Little 
effect
# /% B
Some
effect
# /% b
Great
effect
No follow-up (LA) 62/42.75 5/8.06 7/11.29 30/48.39 20/32.26
No follow-up (other) 78/52.70 12/15.38 19/24.36 32/41.03 15/19.23
Administrator observations (LA) 16/11.03 0 1/6.25 6/37.50 9/56.25
Administrator observations 10/6.76 0 1/10.0 5/50.0 4/40.0
(other)
Peer coaching (LA) 17/11.72 0 0 12/70.59 5/29.41
Peer coaching (other) 17/11.49 1/5.88 2/11.76 7/41.18 7/41.18
Discussion groups. (LA) 23/15.86 0 4/17.39 8/34.78 11/47.83
Discussion groups (other) 30/20.27 1/3.33 2/6.67 12/40.0 15/50.0
Reflective journals. (LA) 9/6.21 0 2/22.22 2/22.22 5/55.56
Reflective journals (other) 3/2.03 0 2/66.67 0 1/33.33
Portfolios (LA) 17/11.72 0 1/5.88 8/47.06 8/47.06
Portfolios (other) 7/4.73 0 0 6/85.71 1/14.29
Follow-up workshop (LA) 1/.69 0 1/100 0 0
Implementation (other) 1/.68 0 0 0 1/100
Survey and Video (other) 2/1.35 0 0 2/100 0
Note. 1 % b a s e d  o n  th e  to ta l  n u m b e r  o f  la n g u a g e  arts  o r  o th e r  i n i t i a t i v e s . b % b a s e d  o n  t h e  to ta l  f r e q u e n c y  
o f  f o l l o w - u p  ty p e
An examination of rank order of follow-up type frequency and “great extent” of 
change in classroom practices for language arts and other initiatives revealed some
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interesting results. Table 43 provides this data. Because the variation in frequency may 
produce misleading results, numbers and percentages are included. The frequency rank 
order for follow-up to language arts (number/percentage of total language arts initiatives 
shown in parentheses) was “no follow-up” (62/42.75), “discussion groups” (23/15.86), 
“peer coaching” (17/11.72), “portfolios” (17/11.72), “administrator observations”
(16/11.03), and “reflective journals” (9/6.21). For other initiatives, the frequency rank 
order was “no follow-up” (78/52.70), “discussion groups” (30/20.27), “peer coaching” 
(17/11.49), “administrator observations” (10/6.76), “portfolios” (7/4.73), and “reflective 
journals” (3/2.03). Teachers wrote in three other follow-up types: implementation, 
survey, and video.
The rank order for follow-up type and “great effect” differed for both language 
arts and other initiatives. Variation of frequency for follow-up types required an 
examination of the number of items along with the percentage of language arts or other 
initiatives. For language arts, the rank order was (number/percentage o f total language 
arts initiatives in parentheses): “administrator observations” (9/56.25%), “reflective 
journals” (5/55.56%), discussion group” (11/47.83%), “portfolios” (8/47.06%), “no 
follow-up” (20/32.26%), and “peer coaching” (5/29.41%). For other initiatives, the rank 
order was (number/percentage of total other initiatives in parentheses) “discussion 
groups” (15/50.0%), “peer coaching” (7/41.18%), “administrator observations”
(4/40.0%), “reflective journals” (1/33.33%), “no follow-up” (15/19.23%), and 
“portfolios” (1/14.29%). The person who wrote in “implementation” indicated that this 
follow-up type impacted classroom practice “to great extent.” Table 44 summarizes the 
rank ordering of monitoring type.
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These data indicated inconsistencies in ranking frequency of use among follow-up 
type and ranking follow-up type with “great effect.” In part this may be because of the 
different number of items among follow-up type and follow-up type with “great effect.” 
For example, although teachers reported having “no follow-up” most frequently with 
42.75% (n = 62) for language arts and 52.70% (n = 78) for other initiatives; this type of 
follow-up option had next to the least “great effect” for both language arts with 32.26%
(n = 20) and other initiatives with 19.23% (n = 15). For language arts, the only follow-up 
type with less “great effect” was “peer coaching” with 29.41% (n = 5) and for other 
initiatives, “portfolios” with 14.29% (n = 1). Conversely, for language arts, teachers 
indicated that “administrator observations” with 56.25% (n = 9) and “reflective journals” 
with 55.56% (n = 5) were used with initiatives that had the most “great effect.” Yet, these 
follow-up types were used the least. For other initiatives, this reversal in rank order is not 
evident. Other professional development with “discussion groups” with 50.0% of 
initiatives with this follow-up type (n = 15) had the most “great effect.” Also,
“discussion groups” with 20.77% of all other initiatives (n = 30) were used second most 
frequently. “Peer coaching” was third in frequency with 11.49% of all other initiatives (n 
= 17) and ranked second in “great effect.” Even with the differences in frequencies, it can 
be observed that almost all of follow-up types were associated more frequently with 
initiatives having “great effect” than “no follow-up.”
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Table 43
Sendak Elementary: Comparison o f  Follow-up Type Frequency and  “Great Effect" in 
Language Arts and Other Initiatives by Rank
Rank
order
Ranking of LA 
initiatives by 
frequency of use 
(#/%a)
Ranking of LA 
initiatives by 
“great effect” 
(#/%b)
Ranking of other 
initiatives by 
frequency of use 
(#/%a)
Ranking of other 
initiatives by 
“great effect” 
(#/%b)
1 N (62/42.75) A (9/56.25) N (78/52.70) D (15/50.00)
2 D (23/15.86) R (5/55.56) D (30/20.27) PC (7/41.18)
3 PC (17/11.72) D (11/47.83) PC (17/11.49) A (4/40.0)
P (17/11.72)
4 A (16/11.03) P (8/47.06) A (10/6.76) R (1/33.33)
5 R (9/6.21) N (20/32.26) P (7/4.73) N (15/19.23)
6 PC (5/29.41) R (3/2.03) P (1/14.29)
Note.
N  =  N o  f o l lo w - u p  
A  =  A d m in is t r a t o r  o b s e r v a t io n s  
P C  =  P e e r  c o a c h i n g  
D  =  D i s c u s s i o n  g r o u p s  
R  =  R e f l e c t i v e  j o u r n a l s  
P  =  P o r t f o l io s
a % =  P e r c e n t a g e  fo r  u s e  o f  f o l l o w - u p  t y p e  is  b a s e d  
o n  th e  to ta l  n u m b e r  o f  l a n g u a g e  a r ts  o r  o th e r
in it ia t iv e s
b % =  P e r c e n t a g e  fo r  f o l l o w - u p  t y p e  w ith  “ g r e a t  
e f f e c t ”  is  b a s e d  o n  to ta l  f r e q u e n c y  o f  th e  f o l lo w - u p  
ty p e
Teachers at Sendak Elementary also were asked about whether a plan was made 
to examine student achievement following professional development initiatives. Teachers 
indicated that student achievement was examined for language arts initiatives 27.96% of 
the time and, for other initiatives, 21.86%. Language arts initiatives were not followed by 
examination of student achievement 21.86% and, for other initiatives, 28.32%. Teachers 
reported that a plan was made to examine student achievement about the same number of 
times as a plan was not made. Initiatives for which some plan was used to examine
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student achievement had greater “great effect” than initiatives that did not. “Great effect” 
for language arts with examination of student achievement was 41.03%  and without, 
29.51%. “Great effect” with examination for other initiatives was 40.98%  and without, 
18.99%. Table 44 shows these findings.
Table 44
Sendak Elementary: Student Achievement and Effect on Classroom Practice
Student
achievement
examined
Initiative type No
effect
#/%a
Little
effect
#/% a
Some
effect
# /% a
Great
effect
# /% a
Total
#/% b
Yes Language arts 0 12/15.38 34/43.59 32/41.03 78/56.12
Yes Other 8/13.11 2/3.28 26/42.62 25/40.98 61/43.57
No Language arts 6/9.84 5/8.20 32/52.25 28/29.51 61/43.88
No Other 6/7.59 25/31.65 33/41.77 25/18.99 79/56.43
Note. J % i s  b a s e d  o n  is  b a s e d  o n  th e  to ta l  n u m b e r  o f  e i t h e r  la n g u a g e  a r ts  o r  o t h e r  i n i t i a t i v e s  r e p o r t e d  as  
e i t h e r  h a v in g  o r  n o t  h a v in g  a  p la n  to  e x a m i n e  s tu d e n t  a c h ie v e m e n t .  b % i s  b a s e d  o n  t h e  to ta l  n u m b e r  o f  
e i t h e r  la n g u a g e  a r ts  o r  o th e r  in i t ia t iv e s  r e p o r t e d .
An examination of the ranking student examination methods indicated that 
“achievement tests” were used more often for language arts initiatives (number 
percentage (32/29.37) and “classroom observations” (38/50.67) for other initiatives. 
“Parent surveys” were used least frequently for language arts and other initiatives, with 
2.75% (n = 3) and 0, respectively. Table 45 summarizes the results.
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Table 45
Sendak Elementary: Methods Used to Examine Student Achievement fo r  Language Arts 
and Other Initiatives by Rank
Rank Methods to examine student 
achievement for lansuaee arts 
initiatives (#/ % a)
Methods to examine student 
achievement for other initiatives (#/%b)
1 Achievement tests (32/29.37) Classroom observations (38/50.67)
2 Classroom observations (26/26.61) Students’ grades (13/17.33)
3 Students grades (19/17.43) Teacher made tests (8/10.67)
4 Teacher made tests (12/11.01) Teacher surveys (6/8.00)
5 Teacher surveys (6/5.50) Achievement tests (4/5.33)
Performances/projects (4/5.33)d
6 Performances/projects (5/4.59)c Portfolios (2/2.67)
7 Parent surveys (3/2.75) Parent surveys (0)
8 Portfolios (2/1.83)
9 Samples (1/.92)e
Note. % a =  p e r c e n t a g e  is  b a s e d  o n  th e  t o t a l  n u m b e r  o f  m e t h o d s  u se d  to  e x a m i n e  s t u d e n t  a c h i e v e m e n t  fo r  
l a n g u a g e  a r t s  in i t i a t iv e s .  % b=  p e r c e n t a g e  b a s e d  o n  th e  t o ta l  n u m b e r  o f  m e t h o d s  u s e d  to  e x a m i n e  s t u d e n t  
a c h i e v e m e n t  f o r  o t h e r  in i t ia t iv e s ,  ' d e n o t e s  th a t  t h is  s t u d e n t  a c h ie v e m e n t  e x a m i n a t i o n  m e th o d  w a s  n o t  a  
g i v e n  c h o i c e  b u t  w a s  w r it te n  in  b y  a  t e a c h e r  o r  t e a c h e r s .  d d e n o te s  th a t t h is  s t u d e n t  a c h i e v e m e n t  
e x a m in a t io n  m e t h o d  w a s  n o t  a  g i v e n  c h o i c e  b u t  w a s  w r i t t e n  in  b y  a  t e a c h e r ,  ' d e n o t e s  th a t  t h is  s t u d e n t  
a c h i e v e m e n t  e x a m in a t io n  m e t h o d  w a s  n o t  a  g i v e n  c h o i c e  b u t  w a s  w r it te n  in  b y  a  t e a c h e r .
Sendak Elementary: Summary o f  Data Collected fo r  Research Question 2
Sendak Elementary teachers’ survey responses indicated that certain
characteristics of professional development initiatives were more likely to result in “great
change” in their classroom practices. First, there was little difference between the
frequency of language arts and other initiatives. However, teachers indicated that
language arts initiatives had a slightly greater “great effect” on their classroom practices
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than other initiatives and had less “no effect” than other initiatives. Variation in 
frequency among type of language arts initiatives has to be considered when determining 
type of language arts initiative having the greatest “great effect” because several types 
included five or less items, while other types included close to 100 items. For example, 
language arts (number included in parentheses) “graduate class” (4), “individual 
professional development” (2), “professional book talk” (2), “action research” (2) and 
“observations” had “great effect” at least 50 percent of the time and often 100 percent of 
the time, but the frequencies were low. When these low frequency language arts initiative 
times are not considered, if the various types of language arts initiatives in which Sendak 
teachers participated, “conferences” had the most “great effect,” and “curriculum 
development” was second. What was observed was that, with the exception of 
“assessment development” all other language arts initiative types seem to have greater 
“great effect” than “workshops.”
With regard to impetus, again there was great variation in frequency among types. 
Teachers reported that those initiatives in which teachers participated due to 
“administrative interest/concern” resulted in the more “great effect,” however, this 
impetus type had less frequency than many others. Regardless of frequency, what can be 
seen is that all other impetus types had greater “great effect” for language arts initiatives 
than “workshops.”
When asked about monitoring of language arts initiatives, teachers indicated that 
monitoring did make a difference in transfer, however variation of frequency played a 
role in analyzing the data. Teachers reported that “expected, had to teach to others” with 
15 items and “expected, discussions” with 5 items were m ost often associated with
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initiatives where the teachers reported “great effect.” An unusual finding was that “no 
expectation” had greater “great effect” than “expected, not monitored”.
Relative to follow-up, Sendak Elementary teachers indicated that language arts 
initiatives with “administrator observations” had “great change” in classroom practice 
most frequently with “reflective journals” as a close second, but these follow-up types 
also had lower frequency than many others. What can be observed is that, with the 
exception of “peer coaching,” all other follow-up types resulted in greater “great effect” 
than “no follow-up.” Also, examination of student achievement following initiatives had 
a greater “great effect” than no examination on classroom practices.
Research Question 3: Sendak Teachers ’ Description o f  Common Factors or Conditions 
fo r  Change
Sendak Elementary teachers completed a survey with an open-ended question that 
asked, “W hat are five factors or conditions that influence whether you change your 
classroom practices after participating in a professional development initiative?”
Teachers wrote their responses next to five bullets listed under the question. These were 
typed, one condition per line, cut into strips, and then sorted.
Twenty-four different themes emerged from this process. Table 46 not only lists 
the themes but also indicates the frequency with which Sendak teachers mentioned the 
different themes. As can be seen, the professional development conditions for classroom 
change mentioned most frequently by teachers had to do with relevancy (19). The four 
conditions for change mentioned next most frequently were student needs (11), provision 
of resources, (10), teacher improvement (10), and supportive actions (9).
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Table 46
Sendak Elementary: Frequency That Teachers Mentioned Conditions fo r  Change
Frequency of response Theme
19 Relevancy
11 Student needs
10 Provision of materials/resources
10 Teacher improvement
9 Supportive actions
8 Teacher interest
8 Requirement
8 Innovation
7 Successful results
6 Student interests
5 Curriculum focus
5 Student understanding
4 Motivation
3 Developmentally appropriate
3 Research based
3 Value of information
3 Usefulness and ease of implementation
(table continues)
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Frequency of response Theme
3 Workshop characteristics
3 Administrative expectations
3 Time factor
2 Monitoring
2 Comfort level
2 Computer focus
1 Classroom observations
The 24 emerging themes yielded a reduction to six overarching themes that 
described what Sendak Elementary teachers perceived as conditions for classroom 
change. The overarching themes were teacher autonomy, relevancy, student 
appropriateness, concrete support, practicality, and expectations (Table 47).
The overarching theme, teacher autonomy, integrated the emerging themes 
comfort level, value of information, motivation, innovation, and teacher improvement. 
Sendak teachers described how their own personal characteristics influenced whether an 
initiative resulted in change to classroom practices. “Am I comfortable with an 
initiative?”, “Does the new idea seem like a really good one?” , and “Am I excited about 
the content and can I convey that excitement to my students?” were questions that 
teachers cited to support conditions for change. Innovation also was important. “Do I 
already know what I’ve been taught?” and “If I thought the information provided new, 
interesting ideas to engage students in” were sample statements describing the influence 
of innovation. Teacher improvement played a key role. On numerous occasions, teachers
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made statements, such as “When the present strategies I use do not seem to be working,” 
and “If I thought it would make me be a better teacher.”
Tabie 47
Sendak Elementary: Emerging and Overarching Themes fo r  Teachers' Responses About 
Conditions fo r  Change
Frequency of 
response
Emerging Theme Overarching Theme
35 • Comfort level
• Value of information
• Motivation
• Innovation
• Teacher improvement
• Teacher Autonomy
29 • Classroom observation
• Workshop characteristics
• Computer focus
• Curriculum focus
• Relevancy
• Relevancy
25 • Developmentally appropriate
• Student understanding
• Student interests
• Student needs
• Student appropriateness
(table continues)
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Frequency of 
response
Emerging Theme Overarching Theme
21 • Monitoring • Concrete support
• Provision of
materials/resources
• Supportive actions
16 • Research based • Practicality
• Time factor
• Usefulness and ease of
implementation
• Successful results
10 • Administrative expectations • Expectations
• Requirement
The second overarching theme was relevancy and included classroom 
observation, workshop characteristics, computer focus, curriculum focus, and relevancy. 
This overarching theme described how teachers wanted to “see” that an initiative could 
be used in their classrooms. Relevancy had to do with the age of students, the grade level, 
the curriculum content, and the needs o f the teachers’ particular students. Over and over, 
teachers portrayed this condition for change as exemplified by this statement: “If the 
professional development applies to some need I have or situation in my room,” and by 
this question: “How does it pertain to what /  am teaching?” This overarching theme also 
included workshop characteristics that made the initiative more relevant to the teachers.
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Teachers maintained that, when “Examples and concrete manipulatives are made to 
explain basic concepts,” it helped to make the initiative more relevant.
The third overarching theme was related to the idea o f relevancy. Teachers 
reported that when an initiative reflected student appropriateness, they were more likely 
to transfer professional developm ent to classroom practice. Student appropriateness 
included developmental appropriateness, student understanding, student interests, and 
student needs. Teachers made statements such as “If the initiative helps in educating the 
‘total child,” ’ and “If I feel it is developmentally appropriate for my children— if it is 
applicable.” Teachers also wanted to know “Will the students better understand 
something if I use these practices?” and “Will it motivate students to learn a specific 
skill?” The idea of student needs also was part of this condition for change: “When my 
students are showing a deficiency in certain skills and the ideas presented address those 
concerns.”
Another overarching theme was that of concrete support and included monitoring 
practices, provision of m aterials or resources, and supportive actions. Teachers 
maintained that “If I feel that I’m being monitored,” I am more likely to change. Also, 
availability of supplies w as very important. Teachers made statements such as “If I was 
given money to purchase needed supplies to use ideas,” and “If materials are provided 
that are easily adapted to the classroom.” Support also could be in the form of people 
resources, whether they were teachers or administrators. For example, teachers said, 
“Another factor is having a classroom teacher teaming with my program and planning 
together,” and “principal support.”
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The fifth overarching theme was practicality, which subsumed the emerging 
themes research-based, time factors, usefulness and ease o f implementation, and 
successful results. This theme included those aspects that help teachers to implement 
something with ease and success. Teachers were pragmatic in their view of professional 
development—  “W hen the ideas presented seem REALISTIC (in terms of being 
applicable to my class). This pragmatism took into account possible constraints, “If it is 
‘possible’ for me to implement given time and constraints.”
Other teachers and people could make a difference in terms of transfer. For 
example, one teacher described this condition: “If I talk to others who have tried it and 
get positive feedback on the success.” Teachers also said that they could be convinced of 
an initiative’s practicality: “If the speaker presents current research to help modify 
instruction for individual and small groups.” In other words, a strong research base could 
make a difference in whether a teacher decided to try new strategies.
The last overarching theme had to do with expectations. Sendak teachers 
maintained that administrative expectations and whether something was required made a 
difference in whether they changed their classroom practices. “Administrative concerns 
and suggestions,” “Curricular mandates,” and “If I am required to change my classroom 
practices,” were exam ples of teacher statements that referred to expectations as an 
overarching theme.
When asked, ‘T o  what extent do you believe that professional development has 
influenced the increase in student achievement at your school?” Sendak teachers were not 
as resounding in reporting influence as teachers at other schools. In fact, less than half,
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46.88%, maintained influence was felt “to great extent.” Several explanations written as 
part of teacher responses may indicate why teachers responded as they did.
First, teachers reported that they participated in other initiatives more than those 
associated with language arts. One teacher stated, “Many workshops/staff developments 
have not been particularly informative or have not totally aimed at benefiting students 
directly. Often these staff developments are geared towards informing us o f policies.” 
Several teachers wrote about the lack of monitoring. One teacher referred to the 
role of follow-up and monitoring when reporting, “I feel there would be a greater extent 
if we were encouraged to meet with peers and create accountability groupings.” Another 
teacher reiterated:
Even though all of us are involved in various professional development activities, 
little expectation or monitoring occurred and there was not plan to measure how it 
impacted achievement. Whatever benefit we got and passed on to our students 
was through intrinsic motivation.
Perhaps the characteristics of the professional development event were an issue. 
One teacher referred to characteristics of professional development initiatives— “When 
teachers present workshops, influence is much greater. When presenters come from 
outside, they are RARELY effective.”
Finally, it may be that the limited view of professional development influenced 
how teachers responded. As one teacher said, “ I believe that professional development is 
more than this survey covers. I feel our staff is a community and we work well together. 
We are given time to be together and plan together and this strengthens our academic 
efforts.” On a more positive note, 15 teachers made 20 different statements about 
professional development when asked what were the most important steps taken at their 
school to improve student achievement.
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Sendak Elementary: Summary o f  Data Collection for Research Question 3
To summarize, Sendak Elementary teachers perceived that six overarching conditions 
influence change in classroom practice because of professional development. These conditions 
were teacher autonomy, relevancy, student appropriateness, concrete support, practicality, and 
expectations.
Across-School Data Analysis 
An across-school analysis of data compared and contrasted responses to the three 
research questions. As was done for the within-school analysis, each research question is 
presented with an analysis of the data that were collected in response to the question. Further 
discussion and interpretation of the across-school analysis results can be found in Chapter V, in 
the section “Reflections About Results.”
Research Question 1: Across-School Analysis o f  Principal’s Description o f  Professional 
Development
The principals at Cleary, Keats, and Sendak Elementary schools described similar roles 
and overarching themes for shaping professional development; however, each principal adopted 
a distinguishing focus that exemplified their leadership. This focus was their starting point for 
improving student achievement at their schools. Table 48 compares the overarching themes that 
emerged from the interviews of the three principals.
As can be seen, the first three overarching themes for the three schools were very similar. 
These themes pertained to the use o f data, provision of resources, and school cultural context.
The fourth overarching theme for each principal differed somewhat and designated each 
principal’s starting focus. This starting focus became the vehicle by which the other overarching 
themes were integrated. The fourth theme articulated a defining characteristic of each principal’s
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leadership. At Cleary Elementary, Ms. Beverly began by communicating high expectations and 
used professional development to sustain expectations. At Keats, Mr. Ezra started by recognizing 
and supporting dynamic interactions for school change. At Sendak, Ms. Maurice fostered and 
expanded communication to promote school change.
Table 48
Comparison o f  Overarching Themes Within the Three Urban Schools
Cleary Elementary Keats Elementary Sendak Elementary
1. Links professional 1. Links school 1. Links initiatives to student
development to student improvement initiatives to needs through use of
achievement. student needs and uses a informally and formally
variety o f data to identify collected data.
and monitor focus.
2. Seeks and develops 2. Views staff as important 2. Provides tangible support
resources to support staff resource and provides through a variety of
growth. tangible support. resources.
3. Views conditions for 3. Fosters school cultural 3. Promotes cultural norms
change in cultural context norms that support change. that support school change.
and shapes supportive
school cultural norms.
(table continues)
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Cleary Elementary Keats Elementary Sendak Elementary
4. Communicates high 4.Recognizes and nurtures 4. Fosters and expands
expectations and uses dynamic interactions that communication to promote
professional development affect school change. school change.
to sustain expectations.
5. Maintains an instructional 5. Fosters opportunities for 5. Honors staff members’
leadership focus to foster involvement in school autonomy and needs in
instructional abilities. change through mission the change process.
based leadership.
6. Incorporates broad view of 6. Views professional
professional development development in a broad
to guide school context.
improvement and focus on
instruction.
The fifth overarching theme for the three principals differed somewhat. The Cleary 
principal maintained an instructional leadership focus to foster instructional abilities; the Keats 
principal fostered opportunities for involvement in school change through mission-based 
leadership; and the Sendak principal honored staff members’ autonomy and needs in the change 
process. The fifth theme also illustrated each principal’s leadership style.
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The sixth overarching theme at Cleary and Sendak had to do with a broad view of 
professional development. This particular theme was subsumed under the second theme for the 
Keats Elementary principal.
After comparing the overarching themes that emerged from the three school principals’ 
interviews, a re-sorting was conducted and resulted in the identification of overarching themes 
that spanned all three principals’ interviews. An across-school categorization of the three 
schools’ overarching themes is included on Table 49.
Across-School Comparison: Summary o f  Data Collected fo r  Research Question 1
It was determined that, although the within-school themes differed somewhat in wording 
and definition, there was sufficient evidence to warrant the identification of five across-school 
overarching themes. The five overarching themes were:
1. Link to student achievement in explicit ways including the use of data.
2. Engage varied forms of professional development that are more job embedded.
3. Shape cultural norms that encourage teacher change.
4. Recognize dynamic interactions involved in school change.
5. View communication as an important facet of instructional leadership.
All three principals used data and linked professional development to data. All three 
principals held a broad view of professional development and shaped similar cultural norms. 
Although at times the principals indicated that they focused on different interactions, they all 
maintained that change is a dynamic process— nothing stood in isolation. Finally, all three used 
communication and conversation effectively to promote professional growth and change.
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Table 49
Across-School Analysis o f  the Overarching Themes Concerning Principals' Description o f  
Profession Development
Overarching theme School Sample school evidence
Link to student Cleary • Examined student work
achievement in explicit • Reviewed data as part of professional development
ways including the use of • Used test scores and trend analysis to plan.
data. Keats • Described irregular student growth.
• Encouraged staff through test scores
• Examined and planned using varied data
Sendak • Used demographics to determine student needs
• Examined and plans using test scores
• Offered after-school/summer school based on data
Engage varied forms of Cleary • Asked if study includes informal staff development
professional development • Developed rubrics for school improvement.
that are more job • Aligned and developed school curriculum
embedded • Used reflection and conversation to develop 
students.
(table continues)
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Overarching theme School Sample school evidence
Engage varied forms of Keats • Aligned and developed school curriculum
professional development • Asked staff members to lead school improvement
that are more job initiatives
embedded • Had staff members lead reading and writing
workshops.
• Engaged in reflective practices.
Sendak • Incorporated observation as professional
development.
• Believed in informal professional development.
• Brought in student teachers and mentors.
• Had university classes taught at school.
Shape cultural norms that Cleary • Used data to reach out to knowledge bases.
encourage teacher change • Had high expectations.
• Shared decision-making.
• Celebrated successes
• Incorporated a team approach and collegiality..
• Used honest communication.
• Encouraged risk taking.
(table continues)
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Overarching theme School Sample school evidence
Shape cultural norms that Keats • Provided tangible support by paying staff for
encourage teacher change participation in school initiatives.
• Fostered shared decision-making and collegiality.
• Protected instructional time.
• Encouraged experimentation.
• Fostered high expectations
• Encouraged open communication
Sendak • Celebrated during professional development.
• Provided tangible support.
• Encouraged shared decision-making and
collegiality.
• Communicated high expectations.
Recognize dynamic Cleary • Encouraged teacher-led staff development
interactions involved in • Was a student of change
school change • Had school improvement committee
• Recognized readiness for change.
• Fostered time for change
• Connected change to data.
(table continues)
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Overarching theme School Sample school evidence
Keats • Recognized and honored teacher leadership.
• Allowed for flexibility in accomplishing goals.
• Used test scores to encourage staff.
• Restored community confidence by reducing 
mobility.
• Developed parent relationships
Sendak • Recognized and honored teacher leadership.
• Discussed role of trust in staff development.
• Encouraged bottom-up initiatives.
•  Had a professional problems committee.
• Believed in providing choice.
•  Moved grade level to foster communication.
• Established parent center in school.
Cleary • Used conversation for school improvement.
• Revealed expectations for change.
• Communicated honestly, without resentment.
• Helped teachers to see a need.
• Engaged in modeling.
• Participated in professional development.
•  Provided a visible presence.
(table continues)
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Overarching theme School Sample school evidence
View communication as an Keats • Communicated that staff will participate in certain
important facet of professional development initiatives.
instructional leadership • Engaged staff in articulation and review of
philosophy.
• Communicated goals through school improvement
plan.
• Provided a visible presence.
Sendak • Planted seeds to encourage change.
• Did not force professional development.
• Encouraged sharing times
• Provided a visible presence.
Seek and develop resources Cleary • Secured assistant principal who was an instructional
to support staff leader.
• Secured outside funding.
• Engaged in curriculum alignment.
• Changed teachers’ outside duty time.
• Provided restructured day.
• Developed teacher helps for curriculum
(table continues)
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Overarching theme School Sample school evidence
Seek and develop resources Keats • Secured grant and outside funding
to support staff • Encouraged staff leadership.
• Purchased classroom libraries.
• Engaged in curriculum alignment
• Sought reduction of obstacles.
• Involved parents in creating teacher resources.
• Provided restructured day.
Sendak • Scheduled weekly grade level meetings for sharing 
professional development experiences.
• Celebrated by drawing names and providing money 
for classroom resources.
• Reduced class size.
• Provided restructured day.
• Watched instructional time.
Research Question 2: Across-School Analysis o f  Teachers’ Description o f  Professional 
Development Initiatives
This section includes an across-school analysis of teachers’ descriptions of professional 
development. As was done for the within-school analysis, the data are presented according to 
type o f initiative, impetus for initiative, monitoring of initiative, follow-up of initiative, and plan 
to examine impact on students.
A comparison of initiative type was made for the three schools. The frequency of 
language arts initiatives and other initiatives was compared across the three schools. This
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comparison revealed that, with the exception of Sendak Elementary, language arts initiatives 
were mentioned most frequently. Moreover, teachers at all three schools reported more 
frequently that language arts had a greater “great effect” than did other initiatives. Conversely, 
other initiatives had more frequent (at least double) “no effect” than did language arts initiatives. 
Table 50 summarizes the data.
Table 50
Comparison o f  Language Arts and Other Professional Development Initiatives and Their Effect 
on Teacher Change at All Three Schools
Type of 
initiative
School #/% 
No 
effect
#/%
Little
Effect
#/%
Some
effect
#/%
Great
effect
Total
number
of
initiatives
Percentage 
of total 
initiatives
Language arts Cleary 8/8.08 6/6.06 30/30.30 55/55.56 99 60.37
Keats 3/3.13 4/4.17 42/43.75 47/48.96 96 60.38
Sendak 6/4.05 18/12.16 68/45.95 56/37.84 148 49.66
Other Cleary 12/18.46 0 32/49.23 21/32.31 65 39.63
Keats 7/11.11 4/6.35 28/44.44 24/38.10 63 39.62
Sendak 14/9.33 30/20.0 61/40.67 45/30.0 150 50.34
The rank-ordered comparison of language arts initiative type frequency and “great effect” 
for all three schools was examined as well. Both number and percentage of total for each type of 
language arts initiative were considered because of the variation of frequency among type. This 
comparison revealed that “workshops” consisted of were the most frequent form of language arts 
initiative that teachers at the three schools reported. At Cleary “workshops” comprised 32.65%
(n = 32) of all language arts initiatives; at Keats, 31.25% (n = 30); and at Sendak, 58.78% (n = 
87). Yet, “workshops” never had the greatest “great effect” among all the initiative types at the
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three schools. At Cleary, “workshops” ranked fourth from the bottom in terms of “great effect” 
and the three initiative types had less “great effect” varied substantially in frequency (number/% 
representing frequency in parentheses): “observations” (3/3.06), “professional book talk”
(11/11.22) and “school improvement” (11/11.22). At Keats, “workshops” were ranked last. At 
Sendak, “workshops” ranked third from the bottom with “professional book talk” and 
“assessment development” having less “great effect” but only a frequency of two and one, 
respectively.
Likewise, several initiative types with the greatest “great effect” at the three schools had 
low frequencies. At Cleary, “school improvement” and “action research” yielded 100% “great 
effect but were mentioned only one time each. At Keats “professional book talk” had 100% great 
effect, with a frequency of one each. At Sendak, “individual professional development” and 
“observations” resulted in 100% “great effect,” but occurred only two times each. Second place 
rankings at the three schools for initiative type also had low frequencies, even though reported 
percentages of initiative type indicated 75% or greater “great effect.” Only when looking at the 
fifth place ranking does one find frequencies greater than five for the initiative types at that 
ranking among the three schools. Regardless of frequency, it appears that language arts 
“workshops” had a tendency to have “great effect” less often than most initiative types. Table 51 
summarizes the results.
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Table 51
Comparison o f Language Arts Initiative Type Frequency and “Great Effect" fo r  All Three
Schools by Rank
Rank
order
Cleary
frequency
(#/%)•*
Keats
frequency
(#/%)a
Sendak
frequency
(#/%)’
Cleary 
“great effect” 
(#/%)b
Keats
“great
effect”
(#/%)b
Sendak
“great
effect”
(#/%)b
1 W(32/32.65) W (30/31.25) W(87/58.78) 1(1/100) 
A (1/100)
P (l/1 0 0 ) 
AD (1/100)
I (2/100) 
O (2/100)
2 CD(22/22.45) G(20/20.83) S (18/12.16) C (3/75.0) 
G (6/75.0)
CD(5/83.33) C( 11/73.33)
3 S (11/11.22) 
P (11/11.22)
C (19/19.79) C (15/10.14) CD( 15/68.18) S (6/66.67), 
I (2/66.67), 
O (2/66.67)
CD(5/56.56)
4 G (8/8.16) S (9/9.38) CD (9/6.08) AD (3/60.0) A (2/50.00) G (2/50.0) 
A (1/50.0)
5 AD (5/5.10) CD (6/6.25) AD (7/4.73) W (16/50.0) G (9/45.00) S (7/38.89)
6 C (4/4.08) A (4/4.17) G (4/2.70) S (5/45.45) C (8/42.10) W(25/28.74)
7 O (3/3.06) 1(3/3.13)
0 (3 /3 .1 3 )
I (2/1.35) 
P (2/1.35) 
A (2/1.35) 
0 (2 /1 .35)
P (4/36.36) W( 11/36.67) ADG/14.29)
8 1(1/1.02) 
A (1/1.02)
AD (1/1.04) 
P (1/1.04)
0 ( 0 ) P (0)
(table note continues)
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Note.
W  =  W o r k s h o p  
C  =  C o n f e r e n c e  
G  =  G r a d u a te  c l a s s  
C D  =  C u r r ic u lu m  d e v e l o p m e n t  
A D  =  A s s e s s m e n t  d e v e l o p m e n t  
I =  I n d iv id u a l p r o f e s s io n a l  d e v e l o p m e n t .  C a n  b e  in  the  
fo r m  o f  p r o f e s s io n a l  d e v e l o p m e n t  p o r t f o l io s  o r  
p r o f e s s io n a l  d e v e l o p m e n t  p la n s .  I n d iv id u a l  p r o fe s s io n a l  
d e v e lo p m e n t  i s  p la n n e d  a n d  i m p le m e n t e d  b y  a n  
in d iv id u a l  s t a f f  m e m b e r ,  w it h  o r  w it h o u t  g u id a n c e  fro m  
o th e r s .  I n d iv id u a l  p r o f e s s i o n a l  d e v e l o p m e n t  f o c u s e s  o n  
c o n te n t  o r  s k i l l s  a n  in d iv id u a l  s t a f f  m e m b e r  h a s  
id e n t i f ie d .
When it came to other initiatives, again teachers at all three schools reported that 
“workshops” were the most frequent form of professional development. At Cleary 29.03% (n = 
18) of all other initiatives were workshops; at Keats, 53.33% (n = 33); and at Sendak, 62.42% (n 
= 93). However, “workshops” did not have the greatest “great effect” at any of the three schools. 
Again, variation of frequency among initiative types must be considered. Initiative types with the 
greatest “great effect” varied at the three schools and also were those types that had no greater 
than two frequencies. At Cleary “assessment development” had 100% “great effect” but only 
included one initiative. At Keats, “individual professional development,” “professional book 
talk,” and “curriculum development” had 100% “great effect” but totaled two or less items each. 
At Sendak, “observations” had 100% “great effect” and also included only one initiative. The 
third place ranking is the first of the top rankings to include initiative types with greater than five 
total items for each initiative type included at that ranking. When initiative types with less than 
five items were eliminated, the initiative type that had the greatest “great effect” was graduate 
classes at Cleary and Keats, with 41.67% (n = 5 out of a total of 12) and 44.44% (n = 4 out of a 
total of 9) respectively) and “individual professional development” at Sendak, with 54.55% (n = 
6 out of a total of 11). Table 52 summarizes the results.
S  =  S c h o o l  im p r o v e m e n t .  Is  id e n t i f i e d  b y  s o m e  k in d  o f  
p la n n in g  t o  im p r o v e  s o m e  a s p e c t  o f  t h e  s c h o o l .  S c h o o l  
im p r o v e m e n t  in v o lv e s  a  c o h e s i v e  g r o u p  o f  s t a f f  
m e m b e r s  s u c h  a s  s c h o o l  p la n n in g  o r  p r o f e s s io n a l  
d e v e l o p m e n t  t e a m . T h e  p la n n in g  b y  t h e  g r o u p ,  in  a n d  o f  
i t s e l f ,  b e c o m e s  a  p r o f e s s io n a l  g r o w t h  e x p e r i e n c e .
P  =  P r o f e s s io n a l  b o o k  ta lk  
A  =  A c t io n  R e s e a r c h
1 % =  p e r c e n t a g e  fo r  u s e  o f  in i t ia t iv e  t y p e  is  b a s e d  o n  th e  
t o ta l  n u m b e r  o f  la n g u a g e  a r ts  o r  o t h e r  in i t i a t iv e s  
b % =  p e r c e n t a g e  fo r  in i t i a t iv e  t y p e  w it h  “ g r e a t  e f f e c t ”  is  
b a s e d  o n  to ta l  f r e q u e n c y  o f  t h e  in i t ia t iv e  t y p e .
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Table 52
Comparison o f  Other Initiative Type Frequency and "Great Effect” fo r  All Three Schools by
Rank
Rank
order
Cleary
frequency
(#/%)a
Keats
frequency
(#/%)a
Sendak
frequency
(#/%)a
Cleary
“great
effect”
(#/%)b
Keats
“great
effect”
(#/%)b
Sendak
“great
effect”
(#/%)b
1 W( 18/29.03) W(33/53.23) W(93/62.42) AD (1/100) 1(1/100)
P (2/100) 
CD (1/100)
O (1/100)
2 S (16/25.81) G (9/14.52) S (16/10.74) 1(1/50) 
A (1/50) 
O (1/50)
O (2/50.0) AD (3/75.0)
3 G (12/19.35) C (7/11.29) 1(11/7.38) G (5/41.67) G (4/44.44) I (6/54.55)
4 C (5/8.06) S (4/6.45) 
O (4/6.45)
G (9/6.04) S (6/37.5) W( 10/30.30) S (8/50.0)
5 CD (4/6.45) P (2/3.23) C (7/4.70) CD (1/25.0) C (2/28.57) CD (2/40.0)
6 I (2/3.23) 
A (2/3.23) 
O (2/3.23)
CD (1/1.61) 
1(1/1.61)
A (1/1.61)
CD (5/3.36) C (1/20.0) S (1/25.0) G (3/33.33)
7 AD (1/1.61) A (0) AD (4/2.68) W (2/11.11) AD (0)A (0) C (2/28.57)
8 P (0 ) P (2/1.34) P (0 ) W( 19/20.43)
9 A (1/.67) 
O (1/.67)
P (0), A (0)
(table notes continue)
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Note.
W  =  W o r k s h o p  
C  =  C o n f e r e n c e  
G  =  G r a d u a te  c l a s s  
C D  =  C u r r ic u lu m  d e v e l o p m e n t  
A D  =  A s s e s s m e n t  d e v e lo p m e n t  
I =  I n d iv id u a l  p r o f e s s i o n a l  d e v e lo p m e n t .  C a n  b e  in  th e  
f o r m  o f  p r o f e s s i o n a l  d e v e lo p m e n t  p o r t f o l io s  o r  
p r o f e s s i o n a l  d e v e l o p m e n t  p la n s . I n d iv id u a l  p r o f e s s i o n a l  
d e v e l o p m e n t  i s  p la n n e d  a n d  im p le m e n t e d  b y  a n  
in d iv id u a l  s t a f f  m e m b e r ,  w ith  o r  w it h o u t  g u id a n c e  f r o m  
o t h e r s .  I n d iv id u a l  p r o f e s s io n a l  d e v e lo p m e n t  f o c u s e s  o n  
c o n t e n t  o r  s k i l l s  a n  in d iv id u a l  s t a f f  m e m b e r  h a s  
id e n t i f i e d .
Although there is no table summarizing the results, initiative types data were 
examined to determine which type had the greatest “no effect.” Again, variation o f frequency 
among initiative types must be considered thus initiative types with less than five items were 
eliminated because results might be misleading. For language arts, at Cleary “school 
improvement” and “professional book talk” tied for having the greatest “no effect,” with 27.27%, 
or three out of a total each of 11 “school improvement” or “professional book talk” initiatives. At 
Keats, “school improvement” had the most frequent “no effect,” with 11.11%, or one out of nine 
“school improvement” initiatives. At Sendak, the greatest “no effect” was for “assessment 
development” with 28.57%, or two out o f seven “assessment development” initiatives. For other 
initiatives, at Cleary, “school improvement” had the most “no effect,” with 37.5%, or 6 out of 16 
“school improvement” initiatives. At Keats, “workshops” had the most frequent “no effect,” with 
12.12%, or 4  out of 33 “workshop” initiatives. At Sendak, “conferences” had the greatest “no 
effect,” with 14.29%, or 1 out of 7 “conference” initiatives.
Impetus was compared and contrasted for language arts and other initiatives at the three 
schools. Due to the variation among impetus types, both the number and percentage were 
examined. An examination of the rank order of impetus type and “great effect” for language arts
S  =  S c h o o l  im p r o v e m e n t .  Is  i d e n t i f i e d  b y  s o m e  k in d  o f  
p la n n in g  t o  im p r o v e  s o m e  a s p e c t  o f  t h e  s c h o o l .  S c h o o l  
im p r o v e m e n t  i n v o l v e s  a  c o h e s i v e  g r o u p  o f  s t a f f  
m e m b e r s  s u c h  a s  s c h o o l  p la n n in g  o r  p r o f e s s i o n a l  
d e v e l o p m e n t  t e a m . T h e  p la n n in g  b y  t h e  g r o u p ,  in  a n d  o f  
i t s e l f ,  b e c o m e s  a  p r o f e s s io n a l  g r o w t h  e x p e r i e n c e .
P  =  P r o f e s s io n a l  b o o k  ta lk  
A  =  A c t io n  R e s e a r c h
a % =  p e r c e n t a g e  fo r  u s e  o f  i n i t i a t i v e  t y p e  is  b a s e d  o n  th e  
t o ta l  n u m b e r  o f  l a n g u a g e  a r ts  o r  o t h e r  i n i t i a t iv e s  
b % =  p e r c e n t a g e  f o r  in i t ia t iv e  t y p e  w i t h  “ g r e a t  e f f e c t ”  is  
b a s e d  o n  to ta l f r e q u e n c y  o f  th e  i n i t i a t i v e  t y p e .
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revealed some differences among the schools regarding impetus. Cleary teachers reported that 
“mandatory attendance” was the most frequent impetus for language arts with 42 items or 50% 
of all language arts initiatives. On the other hand, Keats and Sendak teachers indicated that the 
most frequent reason for participation was “interest” with 53 items or 54.64% and 64 items or 
43.54%, respectively.
The rank ordering of impetus with “great effect” indicated somewhat different results 
than for frequency. “Interest” was associated most frequently with language arts initiatives 
having “great effect” at Cleary, 100% (n = 26) of the time. At Keats, “colleagues” was associated 
with “great effect” 100% of the time, but the number for “great effect” was only 2 and the total 
number of initiatives associated with this impetus type was 2 as well. “Student improvement” 
was ranked second in having “great effect” at Keats with 75%, but the number of this impetus 
type with “great effect” was only 3 out of a total of 4 initiatives associated with this type. 
“Interest” placed third at Keats with 52.53% or 28 out of 53 initiatives with this impetus type. At 
Sendak teachers indicated that “administrative concern/request” had the largest “great effect” 
with 66.67%, or 6 out of 9 initiative with this impetus. “Self-improvement” placed second at 
Sendak with 55.56%, or 5 out of 9 initiatives with this impetus type. Most impetus types for 
language arts initiatives at all three schools had greater “great effect” than “mandatory 
attendance.” The only exception was “colleagues” at Cleary and Sendak where teachers 
indicated that this type was never a reason for participation. Table 53 provides an overview of 
these results.
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Table 53
Comparison o f  Language Arts Impetus Type Frequency and "Great Effect" fo r  All Three
Schools by Rank
Rank
order
Cleary
frequency
(#/%a)
Keats
frequency
(#/%a)
Sendak
frequency
(#/%a)
Cleary
“great
effect”
(#/%b)
Keats
“great
effect”
(#/%b)
Sendak
“great
effect”
(#/%b)
1 M (42/50.0) I (53/54.64) I (64/43.54) I (26/100) C (2/100) 1(18/36.73)
2 I (26/30.95) S (18/18.56) M(56/38.10) ST (7/87.5) ST (3/75.0) S (4/26.57)
3 ST(8/9.52) M( 16/16.49) S (9/6.12) 
ST (9/6.12) 
A (9/6.12)
A (3/75.0) 
S (3/75.0)
I (28/52.53) M (19/25.0)
4 S (4/4.76) 
A (4/4.76)
ST (4/4.12) 
A (4/4.12)
C (0) M( 14/33.33) A (2/50.0) ST (1/16.67)
5 C (0 ) C (2/2.06) C (0) S (8/44.44) A (1/25.0)
6 M (5/31.25) C (0)
Note.
M  =  M a n d a t o r y  a t t e n d a n c e  
I =  I n t e r e s t
S  =  S e l f - i m p r o v e m e n t  
S T  =  S t u d e n t  im p r o v e m e n t  
A  =  A d m in i s t r a t iv e  in te r e s t /c o n c e r n  
C  =  C o l l e a g u e s
For other initiatives, the rank-ordered comparison of impetus frequency and “great 
effect” revealed somewhat different results than for language arts. Again, variation in frequency 
must be considered. For other initiatives, Cleary and Keats teachers specified that participation 
due to “interest” was the most frequent type with 30.88% (n = 21) and 40.63% (n = 26),
% =  p e r c e n t a g e  f o r  u s e  o f  im p e t u s  t y p e  is  b a s e d  o n  th e  
to ta l  n u m b e r  o f  l a n g u a g e  a r ts  o r  o t h e r  in i t ia t iv e s  
b 7c =  p e r c e n t a g e  f o r  im p e t u s  t y p e  w it h  “ g r e a t  e f f e c t ”  is  
b a s e d  o n  to ta l  f r e q u e n c y  o f  th e  im p e t u s  ty p e
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respectively. For Sendak, “mandatory participation,” with 50.67% (n = 76) o f all initiatives that 
were not language arts related.
Impetus type with “great effect” had somewhat different results and variation in 
frequency among impetus types must be considered. At Cleary, “student improvement” had the 
greatest “great effect,” with 50.0% or 3 out of 6 initiatives associated with this type. At Keats 
“self-improvement” and “colleagues” tied for having the greatest “great effect” 100% of the 
time. However, these two impetus types had low frequency with 4 and 2 items, respectively). 
Table 54 provides a summary of these results. At Sendak, “interest,” had the largest “great 
effect” with 36.73% or 18 out of 49 initiatives with this impetus type. “Interest” was second in 
the ranking for impetus type and “great effect” for Cleary and Keats, with 28.57 (n = 6 out of 21) 
and 50.0 (n = 13 out of 26), respectively. “Self-improvement” tied with “interest” at Cleary but 
occurred at lower frequency with 2 out of 14 “self-improvement” initiatives having “great 
effect.” “Self-improvement” was second for Sendak, with 26.57% (n = 4 out of 14). For all three 
schools, “mandatory attendance” had the lowest “great effect” with exception to “action 
research” and “colleagues” at Cleary, with 7.14% (1 out of 14 initiatives) and 0% (with 0 out of 
2 initiatives), respectively. Also, at Sendak, “administrative interest/concern,” with 25.0% (with 
1 out of 4 initiatives); “student achievement,” with 16.67% (1 out of 6 initiatives); and 
“colleagues,” with 0% (0 out o f 1 initiative.)
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Table 54
Comparison o f Other Initiative Impetus Frequency and “Great Effect" fo r  A ll Three Schools by
Rank
Rank
order
Cleary
frequency
(#/%)a
Keats
frequency
(#/%)a
Sendak
frequency
(#/%)a
Cleary
“great
effect”
(#/%)b
Keats
“great
effect”
(#/% )b
Sendak
“great
effect”
(#/%)b
1 1(21/30.88) I (26/40.63) M(76/50.67) ST (3/50.0) S (4/100) 
C (2/100)
1(18/36.73)
2 M( 18/26.47) M(25/39.06) I (49/32.67) I (6/28.57) 
S (2/28.57)
1(13/50.0) S (4/26.57)
3 A (14/20.59) A (5/7.81) S (14/9.33) M (5/27.78) M (5/20.0) M (19/25.0) 
A (1/25.0)
4 S (7/10.29) S (4/6.25) ST (6/4.0) A (1/7.14) ST (0) 
A (0)
ST (1/16.67)
5 ST (6/8.82) ST & C A (4/2.67) C (0) C (0 )
(2/3.13)
6 C (2/2.94) C (1/.67)
Note.
M  =  M a n d a to r y  a t t e n d a n c e  
I =  I n te r e s t
S  =  S e l f - i m p r o v e m e n t  
S T  =  S t u d e n t  im p r o v e m e n t  
A  =  A d m in i s t r a t iv e  in t e r e s t /c o n c e r n  
C  =  C o l l e a g u e s
a 7c =  p e r c e n t a g e  f o r  u s e  o f  i m p e t u s  t y p e  is  b a s e d  o n  the  
to ta l  n u m b e r  o f  la n g u a g e  a r t s  o r  o t h e r  in i t ia t iv e s  
b % = p e r c e n t a g e  fo r  im p e t u s  t y p e  w it h  “ g r e a t  e f f e c t ”  is 
b a s e d  o n  to ta l  f r e q u e n c y  o f  t h e  i m p e t u s  ty p e
Although no table is provided, an examination of impetus type with “no effect” also was 
made. This analysis revealed that, for both language arts and other initiatives, the impetus type 
that had the greatest “no effect” at all three schools was “mandatory attendance” At Cleary,
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“mandatory attendance” with “no effect” was 16.67% (n = 7 out o f 42 initiatives) for language 
arts, and for other initiatives, 33.33% (n = 6 out of 18 initiatives). At Keats, for language arts 
“mandatory attendance” with “no effect” was 12.5% (n = 2 out of 16 initiatives), and for other 
initiatives, 24% (n = 6 out of 25 initiatives.)
The data results for monitoring were compared across-schools as well. Variation among 
frequency of monitoring type was noted. For language arts, the data indicated that the most 
frequent monitoring type was “expected, but not monitored” for (number/percentage of total 
language arts initiatives in parentheses) Cleary (37/38.95), Keats (31/36.05), and Sendak 
(51/35.92). “No expectation” tied with “expected, but not monitored” at Keats Elementary.
When examining “great effect” with monitoring type, a different ranking emerged.
Again, variation in frequency among monitoring type was observed and noted for the data 
analysis. At Cleary, “expected, had to teach” had the greatest “great effect” with 88.24%, or 15 
out of 17 initiatives with this monitoring type. “Expected, had to teach” also had the greatest 
“great effect” at Sendak with 60.0%, or 9 out of 15 initiatives. “Expected, discussion” had the 
largest “great effect” at Keats with 75%, or 3 out of 9 items were associated with this monitoring 
type. It appears that most monitoring types had greater “great effect” than “not monitored” and 
“expected, not monitored” Only at Sendak did “observations” have less “great effect” than “not 
monitored.” Table 55 summarizes the results.
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Table 55
Comparison o f Language Arts Monitoring Type Frequency and “Great Effect” fo r  All Three
Schools by Rank
Rank
order
Cleary
frequency
(#/%)a
Keats
frequency
(#/%)•*
Sendak
frequency
(#/%Y
Cleary 
“great effect” 
(#/%)b
Keats 
“great effect” 
(#/%)b
Sendak 
“great effect” 
(#/%)b
1 EN N (31/36.05) E N (51/35.92) T  (15/88.24) D (3/75.0) T (9/60.0)
(37/38.95) EN(31/36.05)
2 T(17/17.89) 0(12/13.95) N (42/29.58) O (9/75.0) O (7/58.33) D (5/55.56)
3 D(15/15.79) T (8/9.30) O (25/17.61) D (7/46.67) T (4/50.0) N( 17/40.48)
4 N( 14/14.74) D (4/4.65) T  (15/10.56) EN( 17/45.95) N( 13/41.94) O (8/32.0)
5 0(12/12.63) N (31/36.05) D (9/6.34) N (5/37.71) EN( 11/35.48) EN( 14/27.45)
EN(31/36.05)
Note.
N  =  N o  e x p e c t a t io n
E N  =  E x p e c t e d ,  N o t  m o n ito r e d
O  =  E x p e c t e d ,  o b s e r v e d ,  f e e d b a c k
D  =  E x p e c t e d ,  d i s c u s s i o n s
T  =  E x p e c t e d ,  h a d  t o  t e a c h  to  o th e r s
% =  P e r c e n t a g e  f o r  u s e  o f  m o n i t o r in g  t y p e  is b a s e d  o n  
th e  t o ta l  n u m b e r  o f  l a n g u a g e  a r ts  o r  o th e r  in it ia t iv e s  
b % =  P e r c e n t a g e  f o r  m o n i t o r in g  t y p e  w ith  “g r e a t  e f f e c t ”  
i s  b a s e d  o n  t o ta l  f r e q u e n c y  o f  th e  m o n it o r in g  ty p e
For other initiatives, “expected, not monitored” was the most frequent monitoring type 
for (number/percentage of monitoring type in parentheses) Cleary (23/42.59), Keats (23/35.94), 
and Sendak (64/43.84). However, “expected, not monitored” did not have the greatest “great 
effect” at any of the three schools. At Keats and Sendak, “expected, discussions” had the most 
greatest “great effect” with 100% (n = 8) and 57.89% (n = 11), respectively. At Cleary, no 
expectation had the greatest “great effect” (45.45%). “Expected, had to teach,” tied in ranking 
with “expected, had to teach” at Keats, but the frequency was less for this monitoring type (n =
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3). “No expectation” had the greatest “great effect” at Cleary, with 45.45% , or 5 out of 11 
initiatives. Table 56 summarizes the results.
Table 56
Comparison o f  Other Monitoring Type Frequency and "Great E ffec t” fo r  A ll Three Schools by 
Rank
Rank
order
Cleary
frequency
(#/%)a
Keats
frequency
(#/%)a
Sendak
frequency
(#/%)*
Cleary
“great
effect”
(#/%)b
Keats
“great
effect”
(#/%)b
Sendak
“great
effect”
(#/%)b
1 EN EN EN N (5/45.45) D (8/100), D (11/57.89)
(23/42.59) (23/35.94) (64/43.84) T  (3/100)
2 N (11/20.37) N N (39/26.71) 0  (2/28.57) O (6/75.0) T (5/50.0)
(22/34.38)
3 O (7/12.96), O & D D (19/13.01) T (1/20.0) N (7/31.82) EN
D (7/12.96) (8/12.5) (16/25.0)
4 T  (5/9.26) T (3/4.69) O (14/9.59) EN EN (2/8.70) N (7/17.95)
(4/17.39)
5 T (10/6.85) D (1/14.29) O (2/14.29)
Note.
N  =  N o  e x p e c t a t io n  1 % =  P e r c e n t a g e  f o r  u s e  o f  m o n i t o r in g  t y p e  is  b a s e d  o n
E N  =  E x p e c t e d ,  N o t  m o n ito r e d  th e  to ta l n u m b e r  o f  l a n g u a g e  a r ts  o r  o t h e r  in i t ia t iv e s
O  =  E x p e c t e d ,  o b s e r v e d ,  f e e d b a c k  b % = P e r c e n t a g e  fo r  m o n i t o r i n g  t y p e  w ith  “ g r e a t  e f f e c t ”
D  =  E x p e c t e d ,  d i s c u s s io n s  is  b a se d  o n  t o ta l  f r e q u e n c y  o f  t h e  m o n it o r in g  ty p e
T  =  E x p e c t e d ,  h a d  to  te a c h  to  o t h e r s
Although a table is not provided, “no effect” and monitoring type revealed that “no 
expectation” had the greatest “no effect” for language arts at (number/percentage of monitoring 
type) Cleary (2/14.29), Keats (4/18.18), and Sendak (5/11.90). For other initiatives, the findings
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about monitoring type and “no effect” were different. At Cleary and Sendak, “expected, but not 
monitored” had the largest “no effect” with 30.43% (n = 7) and 12.5% (n = 8), respectively) and 
at Keats, “no expectations” had the greatest “no effect,” with 18.18% (n = 4).
A comparison of follow-up type frequency and “great effect” rankings was made across 
the three schools. For language arts initiatives, “no follow-up” was clearly the most frequent 
follow-up form at (number/% of language arts initiatives in parentheses) Cleary (33/37.07),
Keats (52/56.52), and Sendak (62/42.75). Yet, this follow-up form for language arts did not have 
the greatest “great effect” at any of the three schools. What was found was that “administrator 
observations” had the greatest “great effect” at Cleary and Sendak, with 100% and 56.25%, 
respectively. However, when frequency was examined along with percentage, at Cleary 
“administrator observations” had only 1 item and at Sendak, 9 out o f 16 items. Also, at Cleary 
“peer coaching” tied for ranking with “administrator observations” with 100% (n = 13), making 
this finding more significant. At Keats, “reflective journals” and “portfolios” tied for having the 
greatest “great effect, ” with 100% (n = 2 and 4, respectively). With such low frequencies in the 
first place ranking, it was important to examine the second greatest “great effect” at Keats. 
“Administrator observations” was second, with 85.71%, or 6 out o f 7 initiatives with this follow- 
up type. With the exception of “peer coaching” at Sendak, all other follow-up types had greater 
“great effect” than “no follow-up.” See Table 57 for summary.
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Table 57
Comparison o f Language Arts Follow-up Type Frequency and “Great Effect" fo r  All Three
Schools by Rank
Rank
order
Cleary
frequency
(#/%)’
Keats
frequency
(#/%)a
Sendak
frequency
( # /% y
Cleary
“great
effect”
(#/%)b
Keats
“great
effect”
(#/%)b
Sendak
“great
effect”
(#/%)b
1 N (33/37.07) N (52/56.52) N (62/42.75) PC (13/100), R (2/100), A (9/56.25)
A (1/100) P (4/100)
2 D (30/33.71) D (13/14.13) D (23/15.86) R (3/75.0) A (6/85.71) R (5/55.56)
3 PC PC PC D (19/63.33) PC (8/66.67) D (11/47.83)
(13/14.61) (12/13.04) (17/11.72)
P (17/11.72)
4 P (8/8.99) A (7/7.61) A (16/11.03) P (5/62.5) D (8/61.54) P (8/47.06)
5 R  (4/4.49) P (4/4.35) R (9/6.21) N (11/33.33) N (16/30.77) N (20/32.26)
6 A (1/1.12) R (2/2.17) PC (5/29.41)
Note.
N  =  N o  f o l lo w - u p  
A  =  A d m in is t r a t o r  o b s e r v a t io n s  
P C  =  P e e r  c o a c h i n g  
D  =  D i s c u s s i o n  g r o u p s  
R  =  R e f l e c t i v e  j o u r n a l s  
P  =  P o r t f o l i o s
For other initiatives, “no follow-up” was the most frequent follow-up type at 
(number/percentage of total other initiatives in parentheses) Cleary (25/47/17), Keats (38/58.46), 
and Sendak (62/52.70). The follow-up type with the most frequent “great effect” was “discussion 
groups” at Keats, with 100% (n = 5) and Sendak, with 50.0% (n = 15). “Portfolios” had the
%  =  P e r c e n t a g e  f o r  u s e  o f  f o l lo w - u p  t y p e  i s  b a s e d  o n  
t h e  to ta l  n u m b e r  o f  la n g u a g e  a r ts  o r  o th e r  i n i t i a t iv e s  
b %  =  P e r c e n t a g e  fo r  f o l lo w -u p  t y p e  w ith  “ g r e a t  e f f e c t ”  
i s  b a s e d  o n  to ta l  f r e q u e n c y  o f  th e  f o l lo w - u p  t y p e
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greatest “great effect” at Cleary, with 60 %, or 3 out of 5 other initiatives with this follow-up 
type. Table 58 summarizes the results.
Table 58
Comparison o f  Other Initiative Follow-Up Frequency and  “Great Effect" fo r  A ll Three Schools 
by Rank
Rank
order
Cleary
frequency
(#/%)a
Keats
frequency
(#/%)*
Sendak
frequency
(#/%)a
Cleary
“great
effect”
(#/%)b
Keats
“great
effect”
(#/% )b
Sendak
“great
effect”
(#/%)b
1 N (25/47.17) N (38/58.46) N (78/52.70) P (3/60.0) D (5/100) D (15/50.00)
2 D (15/28.30) A (13/20.0) D (30/20.27) D (5/33.33) PC (6/75.0) PC (7/41.18)
3 P (5/9.43), PC (8/12.31) PC N (5/20.0), A (9/69.23) A (4/40.0)
PC (5/9.43) (17/11.49) PC (1/20.0)
4 A (3/5.66) D (5/7.69) A (10/6.76) A (0), R (0) N (7/18.42) R (1/33.33)
5 R (0) P (1/1.54) P (7/4.73) R (0), P (0) N (15/19.23)
6 R (0 ) R (3/2.03) P (1/14.29)
Note.
N  =  N o  f o l lo w - u p  
A  =  A d m in is t r a t o r  o b s e r v a t i o n s  
P C  =  P e e r  c o a c h i n g  
D  =  D i s c u s s i o n  g r o u p s  
R  =  R e f l e c t i v e  j o u r n a l s  
P  =  P o r t f o l i o s
Although no table is provided, follow-up type and “no effect” were examined. At Keats 
and Sendak, “no follow-up” had the greatest “no effect” on language arts initiatives, with 3.85% 
(n = 2 out of 52) and 8.06% (n = 5 out of 62), respectively. “Discussion groups” had the most 
“no effect” at Cleary, with 13.33% (n = 4 out of 30). For other initiatives, “no follow-up” also
% =  P e r c e n t a g e  fo r  u s e  o f  f o l l o w - u p  t y p e  i s  b a s e d  o n  
t h e  t o ta l  n u m b e r  o f  la n g u a g e  a r t s  o r  o t h e r  in i t ia t iv e s  
b % =  P e r c e n t a g e  fo r  f o l l o w - u p  t y p e  w i t h  “ g r e a t  e f f e c t ”  
i s  b a s e d  o n  to ta l  f r e q u e n c y  o f  t h e  f o l lo w - u p  t y p e
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had the greatest “no effect” at (number/percentage in parentheses) Cleary (7/28.0), Keats 
(7/18.42), and Sendak (12/15.38).
Teachers were questioned about whether a plan was made to examine the influence of 
initiatives on student achievement. Cleary and Sendak schools were more inclined than not to 
examine student achievement for language arts initiatives. A plan was in place to examine 
student achievement after initiatives at Cleary 65.51% (n = 57) of the time for language arts and 
50% (n = 26) for other initiatives. Sendak also reported that a plan was in place more often for 
language arts than for other initiatives, with 56.12% (n = 78) and 43.57% (n = 61), respectively. 
At Keats teachers reported that a plan was in place slightly more often for other initiatives, with 
33.87% (n = 21), than for language arts initiatives, 31.76% (n = 27).
A comparison was made of “yes” and “no” for a plan to examine student achievement 
across language arts and other initiatives. At Cleary, for language arts initiatives, teachers 
reported that a plan was in place almost twice as much as was not in place (65.51% & 34.48%, 
respectively). For other initiatives, a plan was in place 50% of the time and not in place 50% of 
the time. At Keats, a plan was not in place for language arts initiatives over twice as much as for 
was in place and for other initiatives, the findings were similar. Thus Keats teachers were more 
likely to examine student achievement for other initiatives than for language arts initatives. 
Sendak teachers revealed results that indicated a slightly greater tendency to examine student 
achievement for language arts initiatives, than not to examine student achievement. Conversely, 
for other initiatives they were more inclined not to examine student achievement. In other words, 
at Sendak, student achievement was exam ined more often for language arts initiatives than for 
other initiatives. When looking at plans to examine student achievement and “great effect,” the 
data indicates that for both language arts and other initiatives, there was greater “great effect”
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among initiatives in which student achievement was examined. These results are summarized on 
Table 59.
Table 59
Across-School Comparison o f  Student Achievement and Effect on Classroom Practice
Examined Initiative 
student type 
achievement?
School No
effect
#/%a
Little
effect
#/% a
Some
effect
# /% a
Great
effect
# /% a
Total
# /% b
Yes Lang, arts Cleary 2/3.51 3/5.26 16/28.07 36/63.16 57/65.51
Keats 0 0 11/40.74 16/59.26 27/31.76
Sendak 0 12/15.38 34/43.59 32/41.03 78/56.12
Other Cleary 0 0 15/57.69 11/42.31 26/50.0
Keats 1/4.76 0 9/42.86 11/52.38 21/33.87
Sendak 8/13.11 2/3.28 26/42.62 25/40.98 61/43.57
No Lang, arts Cleary 6/20.0 3/10.0 9/30.0 12/40.0 30/34.48
Keats 3/5.17 4/6.90 24/50.0 22/37.93 58/68.24
Sendak 6/9.84 5/8.20 32/52.25 28/29.51 61/43.88
Other Cleary 10/38.46 0 13/50.0 3/11.54 26/50.0
Keats 6/14.63 4/9.76 19/46.34 12/29.27 41/66.13
Sendak 6/7.59 25/31.65 33/41.77 25/18.99 79/56.43
Note. 1 % i s  b a s e d  o n  th e  to ta l n u m b e r  o f  e i t h e r  l a n g u a g e  a r ts  o r  o th e r  in i t ia t iv e s  r e p o r t e d  a s  e i t h e r  h a v in g  o r  n o t  
h a v in g  a  p la n  to  e x a m in e  s tu d e n t  a c h ie v e m e n t .  b %  is  b a s e d  o n  th e  to ta l n u m b e r  o f  e i t h e r  la n g u a g e  a r ts  o r  o th e r  
in i t i a t i v e s  r e p o r te d .
In an across-school comparison o f ranking for student examination methods for language 
arts, “classroom observations” were found to be the most frequent form used at Cleary and Keats 
with 27.2% (n = 34) and 50.0% (n = 19), respectively). “Achievement tests” were most frequent
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at Sendak with 29.37% (n = 32). The least frequently used student examination format for 
language arts was “parent surveys” at (number/percentage in parentheses) Cleary (3/2.4%),
Keats (5/2.63%), and Sendak (3/2.75%). “Portfolios” tied with “parent surveys” at Keats, with 
2.63% (n = 5). At all three schools teachers wrote in “performances/projects,” “portfolios,” 
and/or “samples.” Table 60 provides an overview of these results.
Table 60
Across-School Comparison o f  Methods Used to Examine Student Achievement fo r  Language Arts 
by Rank
Rank Cleary Elementary (#/ % a) Keats Elementary (#/ % a) Sendak Elementary (#/ % a)
1 Classroom observations Classroom observation Achievement tests
(34/27.2) (19/50.0) (32/29.37)
2 Achievement tests (29/23.2) Students’ grades (6/15.79) Classroom observations 
(26/26.61)
3 Teacher tests & students’ 
grades (25/20.0)
Achievement tests (4/10.53) Students grades (19/17.43)
4 Teacher surveys (8/6.4) Teacher made tests (3/7.89) Teacher made tests 
(12/11.01)
5 Parent surveys (3/2.4) Parent surveys, portfolios,0 
samples'" (5/2.63 each)
Teacher surveys (6/5.50)
6 Performances/projects 
( 1/.80)c
Performances/projects
(5/4.59)°
(table continues)
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Rank Cleary Elementary (#/ % a) Keats Elementary (#/ % a) Sendak Elementary (#/ % a)
7 Parent surveys (3/2.75)
8 Portfolios0 (2/1.83)
9 Samples (1/.92)0
Note. a % =  p e r c e n t a g e  i s  b a s e d  o n  t h e  to ta l  n u m b e r  o f  m e t h o d s  u s e d  to  e x a m i n e  s t u d e n t  a c h ie v e m e n t  fo r  la n g u a g e  
a r ts  in i t i a t iv e s .  b % =  p e r c e n t a g e  b a s e d  o n  th e  to ta l n u m b e r  o f  m e t h o d s  u s e d  t o  e x a m i n e  s tu d e n t  a c h ie v e m e n t  fo r  
o t h e r  i n i t i a t iv e s .  c d e n o t e s  th a t  t h i s  s t u d e n t  a c h ie v e m e n t  e x a m in a t io n  m e t h o d  w a s  n o t  a  g iv e n  c h o i c e  b u t  w a s  w r i t t e n  
in  b y  a  t e a c h e r  o r  t e a c h e r s .
When looking at other initiatives, “classroom observations” also were the most frequently 
used format for examining student achievement at Cleary, Keats, and Sendak, with 39.66% (n = 
23), 75.0% (n = 18), and 50.67% (n = 38), respectively). At Cleary, “parent surveys” were used 
least often, with 3.45% (n = 2). At Keats, teachers reported that “teacher-made tests” , “teacher 
surveys,” and “parent surveys” were never used. At Sendak, teachers reported that “parent 
surveys” were never used. “Performances/projects” and/or “portfolios” were written in by 
teachers at Keats and Sendak. Table 61 summarizes the results.
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Table 61
Across-School Comparison o f  Methods Used to Examine Student Achievement fo r  Other 
Initiatives by Rank
Rank Cleary Elementary (#/ % a) Keats Elementary (#/ % a) Sendak Elementary (#/ % a)
1 Classroom observations Classroom observations Classroom observations
(23/39.66) (18/75.0) (38/50.67)
2 Teacher made tests 
(11/18.97)
Students’ grades (4/16.67) Students’ grades (13/17.33)
3 Students’ grades (10/17.24) Achievement tests, action 
research (1/4.17 each)
Teacher made tests 
(8/10.67)
4 Achievement tests (7/12.07) Teacher made tests, teacher 
surveys, parent surveys (0)
Teacher surveys (6/8.00)
5 Teacher surveys (4/6.9) Achievement tests (4/5.33)
Performances/projects
(4/5.33)°
6 Parent surveys (2/3.45) Portfolios (2/2.67)°
7 Performances/projects 
(1/1.72)c
Parent surveys (0)
Note. 1 % =  p e r c e n t a g e  i s  b a s e d  o n  t h e  t o ta l  n u m b e r  o f  m e th o d s  u s e d  t o  e x a m i n e  s t u d e n t  a c h ie v e m e n t  f o r  la n g u a g e  
a r ts  i n i t i a t i v e s . b % =  p e r c e n t a g e  b a s e d  o n  th e  to ta l  n u m b e r  o f  m e t h o d s  u s e d  to  e x a m i n e  s t u d e n t  a c h ie v e m e n t  fo r  
o t h e r  in i t ia t iv e s ,  ' d e n o t e s  th a t  t h i s  s t u d e n t  a c h ie v e m e n t  e x a m in a t io n  m e t h o d  w a s  n o t  a  g i v e n  c h o i c e  b u t  w a s  w r it te n  
in  b y  a  t e a c h e r  o r  t e a c h e r s .
Across-School Comparison: Summary o f  Data Collected fo r  Research Question 2
The across-school comparison of the data revealed that certain characteristics were 
associated more often with professional development initiatives that had the greatest “great
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effect” on classroom practices. First, at all three schools, language arts initiatives had greater 
“great effect” than initiatives that were not language arts related. However, because of the 
variation among frequency of initiative types at the three schools, it is difficult to ascertain which 
language arts initiative type had the greatest “great” effect at the three schools. For example, 
“individual professional development” had the greatest “great effect” percentage wise at Cleary 
and Sendak with, but these types were only reported once. The same was true about “action 
research” at Cleary, “professional book talk” and “assessment development at Keats, and 
“observations” at Sendak. With such low frequencies, a sound conclusion cannot be made about 
these types of initiatives. What can be said with some verification by the data, is that, at all three 
schools, almost all initiative types had a greater “great effect” on classroom practice than 
“workshops” which were the most frequently used form of professional development.
Variation in frequency also must be considered when analyzing the data about impetus 
for language arts initiatives at Cleary, Keats, and Sendak. Teachers at Cleary and Sendak 
indicated that participation due to “interest” had the greatest “great effect” and “interest” was 
reported with relative high frequency at all three schools. However, Keats teachers indicated that 
“colleagues” as impetus resulted in “great effect” 100%, but with a frequency of two. “Student 
achievement” was second at Keats, but again there was relatively low frequency. “Interest” 
appears third at Keat, with a relatively high frequency. At all three schools, “mandatory 
attendance” which had the highest or near to the highest frequency, had the least “great effect.” 
Thus, it appears that most impetus types have a greater “great effect” than “mandatory 
attendance.”
The data implied that monitoring of professional development does make a difference. 
Variation in frequency was considered along with percentage of monitoring types. Teachers at
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Cleary and Sendak reported that “expected, had to teach” was associated most frequently with 
language arts initiatives having “great effect” for 15 out of 17 and 9 out o f 15 initiatives with this 
monitoring type, respectively. Keats’ teachers suggested that “expected, observed, feedback” had 
the greatest “great effect” but only 3 out o f 4 initiatives with this monitoring type were reported. 
“Expected, observed, feedback” was second highest at Keats with 7 out o f 12 initiatives with this 
monitoring type having “great effect.” Even with consideration of variation among monitoring 
type, “expected, not monitored” and “not monitored” were associated with language arts 
initiatives having less “great effect” than most other monitoring types, seemed that 
implementation attempts made a difference.
Teachers at all three schools also indicated that follow-up made a difference in terms of 
having “great effect” on classroom practices. Variation in frequency among follow-up types was 
considered in making this determination. Cleary and Sendak teachers reported that 
“administrator observations” had “great effect” with 100% and 56.25%, respectively, of all 
initiatives with this follow-up type. However, the frequency for Cleary was only one (1) and for 
Sendak was only seven (7), which must be considered. Keats teachers reported that “reflective 
journals” and “portfolios” had “great effect” 100% of the time, but the frequencies were low (2 
& 4, respectively. What can be observed from the data, is that some form of follow-up resulted in 
greater “great effect” in classroom practices more often than “no follow-up.” The exception is 
“peer coaching” at Sendak, which only resulted in “great effect” 5 out o f 17 times and had less 
“great effect” than “no follow-up.”
Teachers at all three schools indicated that language arts initiatives for which there was a 
plan to examine student achievement had greater “great effect” than initiatives that did not have
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a plan to examine student achievement. It appears that the link to student achievement is an 
influence on change in classroom practices following professional development
Research Question 3: Across-School Analysis o f Teachers’ Description o f  Common Factors or 
Conditions fo r  Change
Data reduction was performed for each school to determine emerging overarching themes 
from the teachers’ responses to the survey question about conditions for change. The overarching 
themes for each school were compared for the across-school analysis to examine overlap for the 
original school themes. Table 63 provides an overview of the comparison.
Teachers at all three schools commented about teacher autonomy or individual teacher 
incentive. Another overarching theme that was shared had to do with the provision of concrete 
support. Cleary teachers’ comments about concrete support were grouped under the overarching 
theme of administrative support. Cleary and Keats teachers made several comments about the 
nature of initiative or presentation characteristics and these two overarching themes were seen as 
somewhat similar. Student needs and student appropriateness as well as relevancy subsumed 
many comments from teachers at Keats and Sendak. Student needs were subsumed under 
outcomes orientation at Cleary. Numerous comments by teachers at Cleary and Sendak 
addressed issues of practicality and issues of expectations or outcomes orientation. Cleary 
teachers also made comments pertaining to collegiality.
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Table 62
Comparison o f Emerging Overarching Themes at Three Schools’ from Teachers’ Responses to
Questions About Conditions fo r  Classroom Change
Cleary Keats Sendak
Teacher autonomy Individual teacher incentive Teacher autonomy
Administrative influence Concrete support Concrete support
Nature of initiative Presentation characteristics
Student needs Student appropriateness
Relevancy Relevant initiative
Ease and practicality Practicality
Outcomes orientation Expectations
Collegiality
After examining the overlap among the three schools’ original overarching themes, all 
teacher comments were resorted and new overarching themes were identified that spanned across 
all three schools. Table 63 provides an overview of the across-school overarching themes as 
well as a synopsis of evidence and frequency found in teachers’ comments at each of the three 
schools. These five across-school, overarching themes were identified: teacher autonomy and 
incentive, student impact, practicality, relevancy, and concrete support. Please note that many 
comments from administrative influence, collegiality and expectations were classified under the 
overarching theme about concrete support. Likewise, outcomes orientation comments were 
classified under student impact. Comments from nature of initiative and presentation 
characteristics were either classified under practicality or relevancy.
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Table 63
Overarching Themes fo r  Change Conditions fo r  the Three Schools
Emerging shared 
overarching theme
Thematic evidence at 
Cleary (frequency)
Thematic evidence at 
Keats (frequency)
Thematic evidence at 
Sendak (frequency)
Teacher autonomy • Teacher confidence • Motivation (6) • Comfort level (2)
and incentive (2) • Self-improvement • Value of
• Teacher interest (3) (2) information (3)
• Teacher excitement • Understanding of • Motivation (4)
(3) value (2) • Innovation (8)
• Teacher beliefs (3) • Philosophical • Teacher interest (8)
• Teacher need (3) agreement (4) • Teacher
• Interest (2) improvement (10)
• Novelty (2)
Student impact • Impact on students • Differentiation • Developmentally
(14) Capabilities (3) appropriate (3)
• Student appropriate 
(10)
• Student 
understanding (5)
• Student interests (6)
• Student n eed s(11)
(table continues)
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
246
Emerging shared 
overarching theme
Thematic evidence at 
Cleary (frequency)
Thematic evidence at 
Keats (frequency)
Thematic evidence at 
Sendak (frequency)
Practicality • Observed change • Practical nature of • Research-based (3)
(2) initiative (8) • Time factor (3)
• Goal oriented (3) • Time factor (7) • Usefulness and ease
• Ease and • Hands on nature of of implementation
practicality (5) initiative (5) (3)
• Tim e factor (2) • Successful results
• Research based (7)
(5)
Relevancy • Relevancy (3) • Curriculum • Classroom
• Curriculum orientation (3) observation (1)
relatedness (2) • Relevancy (5) • Workshop
• Presentation characteristics (3)
qualities (3) • Computer focus (2)
• Curriculum focus 
(5)
• Relevancy (19)
(table continues)
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Emerging shared 
overarching theme
Thematic evidence at 
Cleary (frequency)
Thematic evidence at 
Keats (frequency)
Thematic evidence at 
Sendak (frequency)
Concrete support • Administrative • Administrative • Administrative
expectations (2) support (2) expectations (3)
• Administrative • Implementation • Requirement (8)
support (2) attempts (3) • Monitoring (2)
• School-wide • Follow-up support • Supportive actions
participation (3) (6) (9)
• Modeling (3) • Materials/resources •  Provision of
• Team work (5) for implementation Materi al s/resources
• Materials and 
resources for 
implementation 
(5)
(10) (10)
As indicated for the within school analysis, teachers were asked to respond to the 
question, ‘T o  what extent do you believe that professional development has influenced the 
increase in student achievement at your school?” Although this question did not specifically 
target one of the research questions, it was felt that teachers’ responses to this question might 
shed light on conditions for change. What was found was that teachers at Cleary reported the 
greatest “great extent” and teachers at Keats reported the least “great extent” with 82.35% and 
46.88%, respectively. More than half of the teachers from Keats Elementary (55.56%) reported
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that professional development influenced student achievement to a “great extent.” Table 64 
provides a summary of this comparison.
Table 64
Comparison percentage of teachers at the three schools indicating that professional development 
influenced student achievement to “great extent”
Cleary % “to great extent” Keats % “to great extent” Sendak % “to great extent”
82.35 55.56 46.88
Across-School Comparison: Summary o f  Data fo r  Research Question 3
Overarching themes about conditions for change were found across Cleary, Keats, and 
Sendak Elementary Schools. Teachers at the three schools indicated that when five conditions 
were in place, they were more likely to transfer and change their classroom practices after 
professional development. The five conditions were teacher autonomy and incentive, student 
impact, practicality, relevancy, and concrete support. These conditions, along with the 
characteristics of professional development that were identified in response to research questions 
2 and 3, provide insight into what constituted effective professional development at these three 
schools. Chapter V offers additional discussion and interpretation of these results.
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CHAPTER V 
Discussion
“So I just plant the seeds because it w on't work unless it com es from  them. ”
Ms. Maurice, Principal of Sendak Elementary
Making Meaning of the Data
Most school reform efforts reflect the premise that the quality of learning is 
somehow related to the quality o f teaching (National Commission on Teaching and 
America's Future, 1996). In fact, there are those who extend this premise and maintain 
that not only do teachers make a difference; they make the difference (Fogarty, 2001). 
Many successful reform efforts have targeted professional development to encourage and 
scaffold quality teaching. Many would agree that professional development does not 
always influence classroom practice, yet at times professional development has a 
profound effect (Guskey, 2000).
What are the aspects of professional development that influence change in 
classroom practice? This study examined how administrators and teachers at three, 
Midwestern, urban, public, elementary schools described aspects o f  professional 
development. These three schools demonstrated increased student achievement in reading 
over a 4-year period. Specifically, this study examined the following questions:
1. In three Midwestern, urban, public, elementary schools that have
demonstrated increases in student achievement in reading since 1995, how do 
principals describe professional development at their schools?
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2. In three Midwestern, urban, public, elementary schools identified as having 
increases in reading achievement, what professional development experiences 
did teachers report as having an effect on their teaching practice?
a. What do teachers report about the type of professional development 
initiative experienced and the effect on their classroom practice?
b. What do teachers report about the reason that they participated in 
professional development and the effect it had on their classroom practice?
c. What do teachers report about monitoring options and effects on their 
classroom practice?
d. What do teachers report about follow-up options and the effect on their 
classroom practices?
e. What do teachers report about plans to examine the impact of professional 
development initiatives on student achievement?
3. What common factors or conditions did teachers at the three schools report as 
influencing whether they changed their classroom practices after participating 
in professional development initiatives?
This chapter provides a discussion of the findings that were described in Chapter 
IV and seeks to construct meaning from the principals’ and teachers’ perceptions about 
professional development. In order to make sense of the data, it was important to 
determine how the results reflected the literature concerning professional development 
and school leadership. Also, it was important to examine how my thinking about 
professional development and school change has altered. Such reflection leads to 
distinguishing possible implications for professional development leadership and
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policies, as well as identifying future research directions. Key ideas emerged from the 
data that might inform professional development and leadership policy and practices.
The following limitations and delimitations should be considered for this 
discussion and interpretation.
Limitations
1. The study examined three, Midwestern, urban elementary schools with increased 
student achievement, so generalization to other schools is limited.
2. Teachers were asked to recall 8 to 10 professional development experiences that 
occurred over a 4-year period. Their recollections may have been influenced by a 
variety of factors; thus, the results may not provide detailed information about 
professional development experiences that occurred at the three schools.
3. This study identified and described principal and teacher perceptions about 
professional development and its impact on classroom practices. Methods aimed 
at gathering data about professional development and transfer and observation of 
actual transfer were not attempted.
4. Teachers and principals may have had a more limited view of what constitutes 
professional development than is proposed in current literature about professional 
development. Reported experiences might reflect more traditional professional 
development methods.
5. The researcher is a professional development facilitator and has invested much 
time and effort into developing a conceptual model that outlines five conditions 
for change. Thus, the researcher may be more inclined to "see" certain patterns 
and themes emerge from the interpretative analysis.
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6. Because responses were self-reports, replies to surveys and interview questions 
may not be accurate.
7. The study did not describe the content, strategies, or procedures used within each 
of the professional development initiatives attended by teachers at the three 
schools. It only described type of initiative, reason for participation, monitoring 
type, follow-up type and plan to examine student achievement for professional 
development initiatives listed by teachers at the three schools.
Delimitations
1. The study involved only three elementary schools in a large, Midwestern district. 
It did not include elementary schools from other states and settings nor did it 
explore perceptions and practices in middle and high schools.
2. This study described only those professional development experiences that 
teachers and principals identified. During the time period, many other 
professional development experiences may have occurred but were not identified.
3. The study did not attempt to describe other variables that could lead to increased 
student achievement but are not related to professional development; nor did the 
study indicate the degree to which professional development increased student 
achievement.
4. Circumstances prevented direct observation of teacher behavior to determine if 
there was actual transfer. Only teacher/principal perceptions about effect on 
classroom practice were examined.
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Reflections and Conclusions
Research Question 1: How do principals describe professional development at their 
schools?
Each of the three principals articulated similar roles and overarching themes for 
shaping professional development in their buildings, yet each principal assumed a 
distinctive focus that characterized his or her leadership. This distinctive focus was the 
“starting point” for the principals’ leadership to improve student achievement at their 
schools.
At Cleary Elementary, the principal began by articulating expectations of self, 
staff, and students. From this starting point, she committed her leadership to providing a 
framework of support that could realize high expectations. This framework of support 
included an instructional leadership focus, a broad view of professional development, use 
of data, provision of concrete resources, and cultural norms that could support a 
community of learners.
Of the three principals, Ms. Beverly was the one who most explicitly described 
her role as instructional leader and discussed her role as a teacher. In part, this may have 
been because of her deep roots at Cleary Elementary— she began as a teacher, became an 
instructional leader at the school, left to assume an instructional leadership role at another 
school, and came back to Cleary as principal. The business of student achievement at 
Cleary was a serious matter and, as instructional leader, Ms. Beverly used her 
understanding of the change process to foster interactive “conditions” for increasing 
teacher and student achievement at the school. She was willing to take difficult actions in 
order to create change and openly admitted that she invited teachers to leave Cleary, if 
they were not willing to accept the challenge of high expectations.
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On becoming principal of Keats Elementary, Dr. Ezra began his school on a 
journey to improve student achievement in a different way, yet he incorporated similar 
overarching themes as Ms. Cleary. The overarching theme that was Dr. Ezra’s “starting 
point” was the recognition and support of dynamic interactions for school change. Dr. 
Ezra did not begin the interview talking about professional development. Instead, he 
began by describing how he first focused on reducing the mobility rate at the school. A 
first impression was that this was a simplistic, perhaps unwarranted, first step. However, 
what became apparent was that Dr. Ezra did not view the mobility rate as a stand-alone 
characteristic. Rather, he viewed the mobility rate as a symptom of what was wrong at 
Keats Elementary— the students were not achieving as they could or should.
The principal began to shape interactions that would “cure” the problem of 
underachieving students. Dr. Ezra saw important interactions that would lead to the cure, 
and these interactions included the community, the staff, the curriculum, and professional 
development. He maintained that if student achievement was improved, the mobility rate 
would improve because confidence in the school would be restored.
Similar to the Cleary principal, in order to foster positive interactions. Dr. Ezra 
focused initiatives on student achievement by using data, providing tangible resources to 
support the staff, and fostering school cultural norms that support change. Unlike the 
Cleary Elementary principal, Dr. Ezra was not as explicit in articulating his role as 
instructional leader and was more overt in describing his role in recognizing and 
supporting teacher leaders at his school. This focus on developing teacher leaders may 
have been due to the fact that, because Dr. Ezra became the school’s principal as an 
“outsider” to the system, he depended on teachers to help him to know what he did not
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know. Also, Dr. Ezra appeared to be philosophically driven and his articulated avoidance 
of top down leadership spawned numerous leaders in the school. He acknowledged that 
he had an excellent, highly educated staff and wanted to honor and use this valuable asset 
to improve student achievement.
The starting point for the Sendak principal differed from the other two principals, 
yet Ms. Maurice incorporated similar themes for advancing professional development.
Ms. Maurice began by focusing on communication. In part, this may have been because 
Sendak Elementary had a large Spanish-speaking population. Nevertheless, this principal 
maintained that communication was an all-important role for her to assume, and she 
wielded actions and resources accordingly.
Ms. Maurice perceived that, by improving communication, she could establish a 
foundation to improve student achievement. In her communicator role, she moved grade 
levels together, organized a parent resource center, and “planted seeds” for change. She 
recognized that mandates often led to resistance to change and articulated choice as a way 
of leading people to change. Like the other two principals, Ms. Maurice incorporated a 
broad view of professional development, provided tangible resources, focused initiatives 
on student achievement through use of data, and promoted school cultural norms that 
supported change. However, there was one caveat— Ms. Maurice was more explicit in 
describing the role of teacher autonomy in the change process and was less likely to 
mandate professional development.
To summarize, all three principals viewed professional development as a way to 
promote a community of achieving learners. Yet each principal fostered learning 
communities with leadership styles that differed to accommodate the specific leadership
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needs o f the schools and their own leadership styles. Still, their efforts produced similar 
overarching themes for professional development leadership. They focused on student 
achievement and used data to maintain and monitor a focus for professional development. 
They all recognized dynamic interactions for school change and these interactions were 
seen as a coherent whole to support learning. All three incorporated a broad view of 
professional development that was job embedded. They all viewed communication as an 
important facet of instructional leadership, with differing degrees of subtlety. Ms.
Beverly tended to be more explicit about what was communicated, Ms. Maurice was the 
most reticent in communicating mandates, and Dr. Ezra approached communication 
somewhere between the other two principals. All three principals communicated 
concrete support of staff and used leadership practices that provided resources of time, 
money, and people to support staff learning. Finally, all three principals viewed 
professional development as a vehicle for change and realized that such change does not 
occur in a vacuum. Therefore, they fostered school cultural norms that created an 
environment conducive to learning for staff and students alike.
Research Question 2: What is the nature o f  professional development experiences that 
teachers report as having effect on their teaching practice?
In my experience, teachers approach professional development with some 
trepidation, wondering whether the initiative will be worth the time and thought that they 
put into it. Thus, I was curious about teachers’ perceptions concerning aspects of 
professional development initiatives and their effect on classroom practice. There were 
some concerns about the fact that teachers were being asked to recall past experiences; 
however, it was believed that teachers’ perceptions are all important when examining 
elements of effective professional development. In large part, the aspects that teachers
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reported did not vary much from school to school. In those cases where variations were 
noticed, the variations reflected certain aspects of the leadership at the school. These 
variations are noted in the discussion that follows.
Research Question 2a: What do teachers report about type o f  professional 
development initiative and effect on their classroom practices?
First, with the exception of Sendak Elementary, language arts initiatives were 
mentioned most frequently. This was not surprising because teachers had been asked to 
list language arts initiatives. However, teachers at all three schools included initiatives 
other than language arts.
Certainly, there could be reasons that teachers included other initiatives. For one, 
it could be that teachers viewed curriculum and instruction in an integrated manner and 
perceived that literacy was not developed in isolation. O ther initiatives tended to be 
about instructional strategies or tools that could be used across content areas, as opposed 
to content, strategies, and tools that focused only on aspects of literacy.
It also could be that teachers could not recall enough language arts initiatives. If 
teachers were concerned that they might be perceived in a negative light if they did not 
include 8 to 10 initiatives, then they completed the list with other initiatives.
Then, there is the possibility that teachers did not follow directions. Teachers have 
a myriad of responsibilities and perhaps they were focused on matters other than 
completing the survey.
What is interesting is that, even though teachers were asked to list only language 
arts initiatives, the Sendak Elementary teachers listed more initiatives other than language 
arts initiatives. However, the Sendak principal stated that Sendak test scores improved 
even more in mathematics than in language arts, and they felt it was a shame that the
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Sendak staff was not studied for strides in mathematics achievement. Throughout the 
interview, the Sendak principal did not describe a literacy focus for professional 
development to the extent that the principals at Cleary and Keats did. From this 
reflection, one must consider the influence that administrators might have on teachers’ 
professional development focus, even when the principal does not mandate professional 
development explicitly.
W hatever the reason for citing language arts initiatives more frequently, the data 
indicated that language arts initiatives resulted in greater “great effect” on classroom 
practices than other initiatives. Because the exact content of the professional 
development initiatives in not known, conclusions cannot be drawn as to why language 
arts initiatives had greater “great effect.” It could be the concentrated focus of the schools 
on language arts influenced teachers, but other unknown variables also could have 
impacted this finding.
Another insight occurred during the examination o f teachers’ responses about 
professional development initiative type. I anticipated that teachers might think of 
professional development in a more traditional manner, that is, “workshops”, 
conferences, and graduate classes. To offset this bias, the survey identified other types of 
professional development experiences to prompt broader thinking. Still, “workshops” 
were listed as the most frequent type of professional development at all three schools, for 
both language arts and other initiatives.
I viewed this finding with some skepticism, given the fact that the administrators 
seemed to view professional development in a broad context. However, further reflection 
suggested possible reasons for this discrepancy. First, school and district-wide initiatives
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may offer a greater number of traditional professional development experiences, such as 
workshops, and teachers took advantage of these opportunities. Another explanation 
might be that the principals thought of professional development in a broad context but 
this concept had not been articulated explicitly to teachers so that they also thought of 
experiences such as curriculum development as part of professional development.
Finally, when teachers were asked to list initiatives, even though the prompt was 
provided, they may not have made the connection.
While “workshops” were the most frequent type of professional 
development mentioned by the teachers at the three schools, “workshops” were not as 
frequently associated with initiatives reported as having “great effect” on classroom 
practices. In fact, “workshops” were near the bottom of a ranking about “great effect” on 
classroom practices. However, “workshops” fared somewhat better for initiatives other 
than language arts. In part this finding could be due to the differences in frequency 
among initiative types for both language arts and other initiatives. In fact, the variation in 
frequency makes it difficult to accurately conclude initiative types having the greatest 
“great effect” on classroom practices. It was observed that, by-and-large, more traditional 
professional development types prevailed at these three schools, even though some less 
traditional types had a greater “great effect” on classroom practices. Moreover, it appears 
that most initiative types other than “workshops” had greater “great effect” on classroom 
practices than did “workshops.” A mitigating factor also could be that the specific content 
that initiative types focused upon is not known.
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Research Question 2b: What do teachers report about the reason that they
participated in professional development and effect on their classroom practice?
Prior to the collection of this data, I thought that impetus for professional 
development might be a mitigating factor concerning transfer. As would be expected, 
there was some evidence of administrative influence in teachers’ perceptions about 
impetus. For example, at Cleary Elementary, teachers indicated that “mandatory 
participation” was the most frequent reason that they participated in language arts 
professional development, whereas Keats and Sendak teachers reported “ interest” was the 
most frequent impetus. Also, impetus changed for initiatives other than language arts. 
According to teachers, the Cleary principal was less likely to mandate other initiatives 
and at Keats and Sendak the principals were more likely to mandate other initiatives.
These observations resonate with the starting point foci for each principal. The 
Cleary principal began with high expectations, the Keats started by recognizing dynamic 
interactions, and the Sendak principal first focused on communication. W ith these 
beginnings, the three principals formulated certain practices that guided professional 
development. O f the three principals, the Cleary principal was most articulate in 
describing the literacy focus of professional development. Ms. Maurice was much less 
explicit in describing Sendak as a school that focused on literacy. Also, it is likely that 
principals who focused on dynamic interactions and communication, as opposed to high 
expectations, might be more likely to promote participation based on interest.
When examining initiatives that teachers reported as having “great effect,” it was 
important to examine both frequency and percentage of “great effect” among the various 
impetus types. “Mandatory attendance” and “interest” were types with relatively high 
frequency, as opposed to other types, such as “administrative concern/interest” and
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“colleagues” that had fewer than five items. Moreover, teachers indicated that impetus 
type with the greatest “great effect” differed for language arts initiatives and other 
initiatives. Even, with the noted variations, it appears that “mandatory attendance,” which 
had the highest or near to the highest frequency, had less “great effect” than other 
impetus types. Questions about principal influence were noted.
There were several indications o f possible principal influence. These indications 
were examined in light of the principal interviews and the teacher survey data. Some of 
the observations can be explained by the variation in frequency, however leadership also 
could have been a mitigating factor. For example, at Cleary and Keats, when those 
language arts impetus types with low frequency were not considered because findings 
could be misleading, teachers indicated that initiatives in which participation was due to 
“interest” had the greatest “great effect.” At Keats Elementary, frequency of impetus type 
and ranking according to “great effect” were the same, but at Cleary Elementary, teachers 
indicated that initiatives in which they participated due to “interest” had the greatest 
“great effect”— 100% of the time. Based on the Cleary principal interview, this possible 
reason for the difference in the ranking of frequency and “great effect” is important 
because this principal indicated that she was driven by high expectations. Yet, mandating 
participation did not yield the greatest “great effect” in her school. On the other hand, at 
Keats Elementary, the most frequent reason for participation was “interest,” and this 
impetus, when associated with language arts initiatives, had the most frequent “great 
effect.” The principal at Keats talked quite a bit during the interview about the teacher 
leaders at the school and this factor may have influenced “interest” as a high frequency 
impetus type. When looking at the Sendak Elementary data about impetus, teachers
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reported that participation in language arts initiatives was most frequently due to 
“interest;” however, participation in language arts initiatives due to “administrative 
concern/interest” had the greatest “great effect.” It is speculated whether the principal at 
Sendak, who voiced dislike of “mandates” during the interview, couched “mandates” in 
terms of “administrative concern/interest.”
There was a difference in impetus with greatest “great effect” for other initiatives 
at Cleary Elementary and Sendak Elementary. At Cleary, teachers indicated initiatives 
for which participation was due to student improvement had the most frequent “great 
effect.” However, at Sendak Elementary, teachers indicated that impetus due to “interest” 
had the greatest “great effect.”
There are possible explanations for these differences. First, there is the variation 
in frequency among impetus types that could have influenced the rankings. “Student 
achievement” was not a frequent impetus type. Second, teachers at Cleary reported that, 
when it came to initiatives other than language arts, they were more likely to participate 
due to “interest” and “interest” had the next “greatest” great effect, with far greater 
frequency. Yet, Cleary was touted as a school focused on literacy, with a principal who 
had high expectations and thus was more likely to mandate participation in language arts 
initiatives. Was there possible administrative influence in addition to the variation of 
frequency? Did the teachers respond in a positive way to the opportunity to participate in 
professional development due to “interest” because there was a greater frequency for 
“mandatory attendance” among language arts initiatives?
On the other hand, the principal at Sendak did not seem to emphasize literacy 
more than other curricular areas and was more likely to mandate participation in other
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initiatives. Still, initiatives in which participation was due to “ interest” had the most 
frequent “great effect.” For language arts initiatives, did Sendak Elementary teachers 
perceive that when their administrator expressed interest or concern, they were more 
likely to transfer an initiative to classroom practice? Also, as mentioned earlier, it is 
thought that, rather than mandate, the Sendak principal would be more likely to use 
communication to foster an important administrative interest or concern.
These observations beg the question as to whether a relationship exists between 
teacher perceptions about their autonomy in selecting professional development and the 
impact on their classroom practices. Perhaps teachers do not mind administrators’ 
influence when it comes to professional development if it is communicated in a frame of 
“concern or interest.”
Research Question 2C: What do teachers report about monitoring options and 
effect on their classroom practice?
When it came to monitoring, teachers at all three schools indicated that for both 
language arts and for other initiatives, “expected, but not m onitored” was the most 
frequent form of monitoring used. Only at Keats Elementary did “no expectation” tie in 
frequency with “expected, but not monitored.” Both of these types of monitoring had 
higher frequencies and the variation in frequency among monitoring types must be 
considered when reviewing the results about monitoring type and “great effect.” When 
looking at language arts initiatives, “expected, but not m onitored” and “no expectation” 
were not associated as frequently with those having “great effect.” At Cleary and Keats, 
“expected, had to teach” was associated with language arts initiatives having the greatest 
“great effect” and this type had a relatively higher frequency at these two schools than 
several other types. At Keats “expected, discussions” was indicated, but the frequency
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was relatively low (3 out of 4 initiatives with this type). “Expected, observed, feedback” 
was ranked second at Keats and had a higher frequency (7 out of 12 initiatives with this 
type.) When examining the data for other initiatives, “expected, with discussions” had the 
greatest “great effect” at Keats (n = 8 out of 8) and Sendak (n = 11 out of 19); but at 
Cleary Elementary, “no expectation” ranked highest in having the greatest “great effect”
(5 out of II) . The variation in frequency may have influenced results, however, possible 
administrative influence was considered, also.
It is interesting that at Keats Elementary, where the principal reported outstanding 
teacher leadership, the categories of “expected, observed, feedback” and “expected, with 
discussions” were associated most often with initiatives having “great effect.” Could it be 
that at schools where there are strong teacher leaders, “observations” in language arts 
classrooms and “discussions” with peers had a greater impact on what one taught or how 
one taught because internal pressure is placed on these teachers to excel?
It also is interesting that at Sendak Elementary, where the principal did not 
articulate a literacy focus to the extent that the other principals did, “expected had to 
teach” was associated most often with initiatives having “great effect,” whereas 
“expected, with discussions” was most often associated with other initiatives having 
“great effect.” Could it be that the principal discussed the implementation of other 
initiatives more frequently and these discussions had a greater impact on use? O r could it 
be that the Sendak principal did not communicate, either explicitly or implicitly, a 
language arts focus? Thus, Sendak teachers needed the external act of “expectation, 
observation, and feedback” to encourage them to attempt new content, skills, or 
strategies.
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The influence of “no expectation” on the implementation of other initiative 
content, skills, or strategies at Cleary is hard to understand or explain. Could there be 
some interaction between participation due to “interest” and the need for monitoring? 
Many unknown factors could have explained this unexplainable outcome.
While the variation in frequency among “monitoring types” does not support the 
identification of “monitoring type” having the greatest “great effect” on classroom 
practice, one observation can be made. It does appear that, with the exception of other 
initiatives at Cleary Elementary, most monitoring types were associated with language 
arts and other initiatives having greater “great effect” than “expected, but not monitored” 
and “no expectation.”
Research Question 2d: What do teachers report about follow-up options and 
effect on their classroom practices?
Teachers at Cleary, Keats, and Sendak perceived that “no follow-up” was the 
most frequent form of follow-up type used for both language arts and other initiatives. 
However, the identification of a specific language arts or other follow-up type with the 
greatest “great effect” on classroom practices is deterred by the variation of frequency 
among follow-up type. For language arts initiatives, teachers reported that “peer 
coaching” (n = 13 out of 13 initiatives with this follow-up type) and “administrator 
observations” (n = 1 out of 1 initiative) had the greatest “great effect” but as can be seen, 
the variation in frequency impacts the analysis. The same is true for Keats where teachers 
reported that “reflective journals” and “portfolios” were associated with initiatives having 
“great effect 100% of the time but with low frequencies of 2 and 4, respectively. Sendak 
teachers reported that “administrator observations” (n = 9 out of 16 initiatives with this
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follow-up type) had the greatest “great effect.” As can be seen the variation impacts 
Findings.
When it came to indicating the follow-up type for other initiatives that had the 
greatest “great effect,” consideration was made with regard to frequency of follow-up 
type and “great effect.” For example, Keats and Sendak teachers indicated that 
“discussion” had “great effect,” with 100% (n = 5) and 50% (n = 15), respectively, but 
note the variation in frequency. Variation in frequency also is seen at Cleary where 
teachers reported that “portfolios” had the greatest “great effect”, with 60% (n = 3 out of 
5) and “discussions” were second with 33.33 (n = 5 out of 15). “Reflective journals” were 
not reported as being used as follow-up for other initiatives at any of the three schools. 
Also, “administrator observations” were not reported at Cleary, and “portfolios” were not 
reported at Keats Elementary. When eliminating these “no shows,” at Cleary “no follow- 
up” tied with “peer coaching” as having the least frequent “great effect” but there was 
great variation in frequency (n = 5 out of 25 and 1 out of 5, respectively.) At Keats, “no 
follow-up” ranked last in having “great effect” (n = 7 out of 38 initiatives with this 
follow-up type.) At Sendak, “no follow-up” was second to “peer coaching” in having 
“great effect” least often, but “no follow-up” (n = 7 out of 78 initiatives) had greater 
frequency than “peer coaching” (n = 1 out of 5 initiatives.)
It is interesting to note that at Cleary Elementary, although “peer coaching” was 
associated with language arts initiatives having the greatest “great effect,” “peer 
coaching” was not associated with other initiatives with the most frequent “great effect.”
In fact, “no follow-up” was reported as having the same frequency for “great effect.” 
Perhaps, in part, the discrepancy is due to the low numbers for both peer coaching and
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portfolios. However, this does not explain why “no follow-up” was ranked as it was 
unless it had to do with the fact that the Cleary principal was more apt to mandate 
language arts initiatives. Perhaps when Cleary teachers were not mandated to participate 
in other initiatives, but participated for more intrinsically motivated reasons, follow-up 
was not needed.
Keats Elementary and Sendak Elementary schools differed in their responses 
about follow-up to language arts and other initiatives in like ways. I wondered whether 
the likeness of these differences was related to the administrative styles of the two 
principals at these schools. Both principals were less likely to mandate professional 
development than the Cleary Elementary principal, even for language arts initiatives.
The variation in frequencies probably mitigates many of my Findings. While no 
specific follow-up type having the greatest, “great effect” can be identified, it appears 
that most follow-up types result in greater “great effect” than “no follow-up.”
My findings also left me with many questions about the influence of leadership on 
the transfer of professional development to classroom practice. W hy did “administrative 
observations” at Keats and Sendak seem to be associated with language arts initiatives 
that had “great effect?” Was this ju st an outgrowth of the frequency phenomenon? Or, 
did teachers perceive that “administrative observations” had more o f an influence on 
whether they changed their classroom practices, in light of the fact that fewer initiatives 
were mandated? Did teachers at Keats and Sendak either implicitly or explicitly 
communicate that they appreciated greater administrative influence when it came to 
language arts initiatives? Did the Keats principal’s overarching theme about 
interrelationships and the Sendak principal’s overarching theme about conversation
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somehow heighten teachers’ sensitivity to conversation? Did this in turn result in greater 
impact for “discussions” as a follow-up type? Or did the two principals’ leadership styles 
influence teachers’ actual perceptions about the use of “discussion” so that they perceived 
that initiatives with “discussion” as follow-up had the greatest effect on change in 
classroom practice?
Research Question 2e: What do teachers report about plans to examine the 
impact o f  professional development initiatives on student achievement?
At none of the three schools was there great evidence for planning to examine the 
impact of an initiative on student achievement. The greatest indication occurred for 
language arts initiatives at Cleary Elementary, where teachers reported that such a plan 
was made 65.51% (n = 57) of the time. At the other two schools, the indication for a plan 
to examine student achievement was 33.87% (n = 27) for Keats and 56.12% (n = 78) for 
Sendak. When it came to other initiatives, the indication was less for all three schools.
It also was noted that teachers were more likely to indicate that “classroom 
observations” were used to examine student achievement. The exception was at Sendak 
Elementary where teachers reported that “achievement tests” were used most often to 
examine student achievement following language arts initiatives.
The results for this question were somewhat surprising in light of the principals’ 
responses to the interview question about use of data in their schools but were not 
surprising in light of the teachers’ responses to the question about the extent to which 
they believed that professional development influenced student achievement at their 
schools. Cleary teachers indicated a greater influence of professional development on 
increased student achievement at their school than teachers at the other schools did.
Keats had indicated the least “great effect” of professional development on student
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
269
achievement and Sendak data indicated that about half the teachers perceived that 
professional development influenced the increase in student achievement at their school.
The results were unanticipated, given the fact that these were three schools with 
gains in language arts student achievement. There are several possible reasons for this 
phenomenon. First, it could be that there really was not a formalized plan to examine 
student achievement following professional development initiatives. Second, classroom 
observations might provide more soft, teacher-controlled data about student achievement. 
It is speculated that this might be why teachers were more inclined to indicate this type of 
examination— teachers perceived that they monitor student performance continuously, if 
not explicitly, then implicitly. Third, given this speculation, it is wondered whether the 
schools actually planned to examine student achievement following professional 
development fewer times than teachers indicated.
Finally, it may be that teachers did not “see” a connection between their own professional 
development, change in classroom practices, and changes in student achievement,
To summarize, the teachers at Cleary, Keats, and Sendak Elementary Schools 
provided information about aspects of professional development initiatives, including 
type, impetus, monitoring, follow-up, and plan to examine student achievement. There 
was great variation in frequency among these aspects of professional development and 
this variation influenced results to the extent that specific “characteristics” could not be 
identified for initiative type, impetus, monitoring, follow-up, and a plan to examine 
student achievement. Instead, the data appeared to indicate aspects that were associated 
with initiatives that had less “great effect” on classroom practices. For example, other 
initiatives had less “great effect” than language arts initiatives. “Workshops” appeared to
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have less “great effect” than most other initiative types. “Mandatory attendance” was less 
likely to have “great effect” than many other impetus types. Most other types of 
monitoring seemed to have greater “great effect” than “no expectations” or “expected, 
not monitored” and “no follow-up” was less likely to have “great effect” than initiatives 
with some sort of follow-up. Finally, it seemed that initiatives in which there was no plan 
to examine student achievement were less likely to have “great effect” than those that 
did.
Research Question 3: What common factors or conditions did teachers at the three 
schools report as influencing whether they change their classroom practices after 
participating in professional development initiatives?
Five overarching themes emerged from the teachers’ survey question about 
conditions for change. Although articulated somewhat differently for each of the three 
schools, these overarching themes were found to be evident in the teachers’ responses at 
all three school sites.
The role of teacher autonomy as a condition for changing classroom practices was 
indicated repeatedly at Cleary, Keats, and Sendak. Teachers perceived that when they 
had some autonomy about what they learned and how they learned it, they were more 
likely to change their classroom practices following a professional development 
initiative. Teachers believed that, because they differ in philosophy, students, 
background knowledge, interests, and so forth, they had different learning needs, and 
these differences should be honored and reflected in their professional development. 
Otherwise, teachers are not as likely to change their practices. This condition also was 
reflected in other aspects o f the teacher survey. When asked about impetus for initiatives
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in which they had participated, an impetus other than mandatory participation usually 
indicated greater impact on classroom practices.
The impact of students was the second overarching theme to emerge. Again, there 
was evidence of this theme in teacher responses at all three schools. According to 
teachers, the bottom line in professional development was whether teachers believed that 
what they learned would have a positive impact on what and how their students learned. 
Thus, teachers believed that in order for them to transfer what was learned in professional 
development to classroom practice, the content and process of professional development 
must reflect the specific developmental levels of students, along with the specific grade 
levels, interests, and needs of the teacher.
Further indication of the influence of student achievement in transfer of 
professional development to classroom practices was that more than half of the teachers 
at Cleary and Keats and almost half of the teachers at Sendak indicated that professional 
development influenced student achievement to “great extent.” It seemed that teachers 
perceived that not all professional development was equal— the best was that which 
addressed student needs in such a way that student achievement was increased. It also 
seemed that many teachers at these three schools perceived that many professional 
development initiatives accomplished this.
A third condition was that of practicality. Teachers at these three schools were a 
pragmatic group— an initiative better be doable in terms of time, resources, goals, and 
curriculum or else it was not likely to become part of their teaching repertoire. This 
condition also related to the teachers’ sense of efficacy. Was the content of professional 
development something that they could implement with success? Did the initiative
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address what teachers perceived would make a difference in student achievement? 
Moreover, what was surprising was that these teachers were attuned to what were 
considered research-based best practices, and many considered this research base in a 
pragmatic way.
The fourth condition was somewhat linked to the first three conditions. Relevancy 
had a practical overtone, but more essentially dealt with issues of students and individual 
teacher classroom needs. This condition intersected where teacher autonomy and student 
impact came together to form a very strong condition for change as perceived by the 
teachers at these three schools. Did the initiative or the facilitator of the initiative provide 
content or strategies that related to the specific curriculum or students the teachers had to 
teach?
The last condition really pertained to the provision of resources that would enable 
teachers to successfully implement new content and strategies learned through 
professional development. Teachers reported that these resources needed to come in 
varied forms and were directly linked to what the principal concretely did to encourage 
and support a community of adult learners. Teachers perceived that factors such as 
provision of time, team work, modeling, materials, supportive actions, monitoring, 
follow-up, and even administrator expectations made a difference in whether they 
changed classroom practices after professional development. They seemed to be saying, 
“Don’t expect us to make these great changes on our own— we need support and help.”
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Reflections About Results in Light of the Literature
Research Question I: How do principals describe professional development at their 
schools ?
Much of the literature described the role of the principal as instructional leader, 
and the principals at Cleary, Keats, and Sendak Elementary Schools reflected many of 
these characteristics. However, they also displayed habits of mind that were more 
managerial in nature. Stronge (1993) and Jenkins and Bebar (1994) noted that 
management and instructional leadership are not dichotomous in nature and that 
traditional descriptions of instructional leadership are too narrow. Cascadden (1996) 
reiterated the idea that management and leadership merge and evolve into an 
“oxymoronic role” (p. 154) that involves “being there,” (p. 155) and “balancing culture 
and distributed decision-making” (p. 155). These authors suggested that all principal 
behaviors may be viewed in terms of school effectiveness.
In the case of the three principals, there was a definite integration of behaviors 
that would be categorized traditionally as “management” or “instructional leadership.”
All three principals engaged in practices that enabled their schools to be effective, and 
they were clear that effectiveness was defined by greater student achievement. Although 
only two of the three principals (Ms. Beverly and Mr. Ezra) were self-professed 
instructional leaders, all three principals viewed their primary role as ensuring that 
effective instruction took place, and they used all their managerial and instructional 
know-how to gamer support for that goal.
The merging of managerial and instructional leadership tasks was most apparent 
in how the principals described their role as coordinators of professional development 
opportunities. The literature was explicit in describing this important aspect of
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
274
instructional leadership. DeBevolse (1984) maintained that staff development was a 
function that instructional leaders must fulfill in schools, even if the function is 
designated to others. Cooper’s study of 149 successful principals (1989) described how 
instructional leaders connected professional growth to improved instruction. Teachers 
also described a link between instructional leadership and professional development in 
the study conducted by Blase & Blase (2001) of 808 public school teachers.
In order to provide professional growth experiences, all three “managed” 
resources, and this emerging, overarching theme was reflected in the literature about 
instructional leadership and effective professional development. Cascadden (1996) cited 
the work of Smith and Andrew and identified four characteristics of instructional 
leadership, one of which was the principal as resource provider. Cascadden’s exploration 
of how selected elementary school principals described and defined their work in terms 
of leadership and management further emphasized how the management aspect of the 
principalship is, “concerned with a mix of resources and people” (p. 133). The revised 
NSDC Standards for S taff Development (2001) articulated this important function by 
designating one context standard that articulated, “Staff development that improves the 
learning of all students requires resources to support adult learning and collaboration” (p.
11). The three principals were unanimous in maintaining the important role that 
professional development played in improving instruction and increasing student 
achievement. Furthermore, they backed up this claim by providing a scarce and fleeting 
resource— time. The need to provide time for professional development was indicated by 
a study conducted at the University of Colorado. In a study of a professional development 
initiative on developing performance assessments, Borko et. al. (1997), examined
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supports and obstacles to implementation and found that, “time is a major obstacle to 
changing classroom practice” (p. 272). Indeed, it was noteworthy that all three principals 
engaged in flexible scheduling to provide time, on a monthly basis, for teachers’ 
professional development. They also engaged in grant writing and identified staff as 
important resources for professional development.
The broad manner in which all three principals described professional 
development was depicted in the literature about effective professional development. 
Sparks and Loucks-Horsley (1990) first described varied models of professional 
development and identified these five approaches: individually guided, 
observation/assessment, development/improvement process, training, and inquiry. 
Guskey (2000) added “study groups” to this list o f approaches (p. 22). Sparks and Hirsh 
(1997) also supported a broad view of professional development and referred to a 
paradigm shift that changed the arena “from training conducted away from the job  as the 
primary delivery system for staff development to multiple forms of job-embedded 
learning” (p. 14). In their research, Borko et. al. (1997) identified a theme that supports 
the need for job embedded professional development. The theme, “situating the change 
process in the actual teaching and learning contexts where the new ideas will be 
implemented is an effective strategy for helping teachers to change their practice” (p. 
267) is reflected in much of what the principals did for professional development. 
DuFour (2001) reiterated that the principal’s most important role was to provide job- 
embedded professional development. Garet et al. (2001) provided results of a large-scale 
study that found that reform professional development (teacher study groups, teacher
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collaboratives or networks, committees, mentoring, internships, and resource centers) had 
slightly more positive outcomes than traditional forms of professional development.
There was evidence from the three principals’ interviews, as well as from the 
teacher surveys, that teachers were involved in a wide array of professional growth 
opportunities. All three schools engaged teachers in rearticulating the local curriculum to 
raise expectations and to make the curriculum more meaningful and appropriate to the 
students (school improvement professional development). Jenkins and Bebar (1994) 
described this as an important aspect of instructional leadership. All three principals 
engaged teachers in reflection and used conversation to guide inquiry and problem 
solving. Research in which 808 teachers described instructional leadership substantiated 
these practices (Blase & Blase, 2001). Moreover, teachers at the three schools 
participated in school improvement teams, book talks, mentoring, observations, 
individually guided, and even teaching-teachers as forms of professional development.
It was noted throughout the data collection process that, even though the 
principals thought in broad terms about professional development, they tended to use the 
more limited term “staff development” in describing initiatives designed to help teachers 
leam and change their classroom practices. Staff development has been defined as, “those 
processes that improve the job-related knowledge, skills, or attitudes of school 
employees” (Sparks & Loucks-Horsley), p. 5). Bellanca (1995) suggested that 
professional development reflects a more systemic viewpoint. Guskey (2000) maintained 
that professional development is, “ an intentional process...an ongoing process...a  
systemic process” (p. 16). I maintain that although the principals used the term “staff 
development,” the data suggests that, more often than not, the principals engaged in
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“professional development” because they placed it within a systemic whole to support 
and encourage school change.
Another professional development opportunity in which teachers in this study 
engaged was examination of student achievement data. All three principals reported that 
they involved teachers in analyzing data, and the principal at Cleary described the s ta ff s 
first data analysis attempts as a watershed moment at that school. The literature described 
the necessity of linking professional development to student achievement for effective 
change in classroom practices. Leithwood (1990, 1992) described how transformational 
leaders are effective at diagnosing the starting point for teacher development, and Joyce 
and Showers (1995) maintained that the focus of all professional interaction should be 
student learning. Guskey and Sparks (1996) reiterated the need to link student learning to 
staff development and described ways of accomplishing this linkage. Guskey (2000) 
maintained that an advantage of examining impact on student achievement after 
professional development is that, “ 1) it offers new perspectives on old problems, 2) it 
promotes high expectations and more rigorous standards, 3) it broadens perspectives on 
the factors that influence professional development, and it empowers professional 
developers to make what they do count” (p 210). Even the National S taff Development 
Council spelled out the need for data-driven decision making to focus staff development 
efforts. One of the process standards stated, “Staff development that improves the 
learning of all students uses disaggregated student data to determine adult learning 
priorities, monitor progress, and help sustain continuous improvement” (National Staff 
Development Council, 2001, p. 4). All three principals described how they used data to 
focus professional development initiatives. However, there seemed to be some
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discrepancy between the teachers’ perceptions and the principals’ perceptions about use 
of data. Many times teachers did not indicate a plan to examine student achievement 
based on using professional development initiatives.
The final overarching theme that was identified across all three schools had to do 
with how the three principals shaped school cultural norms to encourage and support 
teacher change. The literature is replete with support for this facet of instructional 
leadership. Goodlad (1984) and Fullan (1990) provided understanding for the relevance 
of school culture to adult learning when describing the social context of learning. 
Sergiovanni and Starratt (1993) conceptualized the “learning community” and explained 
how the school’s culture defined the social context in which learning took place. Borko 
et. al. (1997) maintained that, professional development efforts are more likely to be 
successful if focusing work with groups of teachers and found that, “the degree of change 
was related to the extent to which the teachers worked together as a learning community” 
(p. 275). Furthermore, Fullan (1990) described a reciprocal relationship between school 
culture and professional development— each influenced the other. W ood (1989) and 
Lieberman and M iller (1991) described how culture is essential for effective staff 
development. Others maintained that school culture either encouraged or discouraged 
teachers’ growth in practice (Landrum, 1990; Little, 1982; Wood, 1989). Deal and 
Peterson (1999) described six influential functions of school cultures. School culture 
appears to foster school effectiveness and productivity, improve collegial and 
collaborative activities that foster better communication, foster successful change and 
improvement efforts, build commitment, amplify motivation and increase the focus of 
daily behavior on what’s important.
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More recently, the literature described the context of professional development. 
The revised National Staff Development Council Standards fo r  S ta ff Development (2001) 
devoted three standards to defining the context of professional development. DeFour 
(2001) advanced the idea that establishing a context for adult learning is the most 
important action that principals could take to support effective professional development.
As facilitators of change, all three principals demonstrated an understanding of 
how certain school cultural norms encouraged change. The context that each principal 
described either explicitly or implicitly included many of the 12 cultural norms that 
Saphier and King (1985) included as those associated with effective schools. Evidence of 
“collegiality, experimentation, high expectations, trust and confidence, tangible support, 
reaching out to the knowledge bases, appreciation and recognition, caring, celebration 
and humor; involvement in decision-making; protection of what is important; traditions; 
and honest, open communication” (Saphier & King, 1985, p.67) was found in the 
interviews of all three principals and from teacher survey comments. It was clear that all 
three principals, in varied ways, understood that learning, at all ages, required an 
environment that was conducive to learning and that certain ways of working together 
fostered desired outcomes.
Keep in mind that the three schools in this study were selected because they 
demonstrated increases in student achievement in the area of reading. These schools 
were not the highest achieving schools in the district. They were identified because they 
were among those schools having made the greatest steady improvement. Although they 
were not where they wanted to be in terms of student achievement, at the time of the
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study, the staffs at Cleary, Keats, and Sendak Elementary knew they had many positive 
results from their efforts.
Guskey (1994) maintained that teacher efficacy was a construct that implied at 
least three different facets, and these three facets were considered in interpreting the 
results of the teacher survey. According to Guskey, teacher efficacy was defined by 
whether teachers believed: (a) all students could leam, (b) they (teachers) were capable of 
learning and implementing new skills, and (c) external factors, such as home 
environment, had less impact on student learning than school factors.
Tschannen-Moran et al. (1998) described how teacher efficacy did not occur in 
finite, linear progression but developed in a cyclical manner, due to the contextual 
aspects of this construct. According to these researchers, teachers developed a sense of 
efficacy when engaging in cognitive processing to analyze a teaching task and to assess 
teaching competence. If teachers perceived that they were competent with the teaching 
task, teacher efficacy was realized. Moreover, Tschannen-Moran et al. (1998) 
maintained that several sources could impact teachers’ cognitive processing: verbal 
persuasion, vicarious experience, physiological arousal, and mastery experience.
Goddard et al. (2000) extended the idea of individual teacher efficacy to 
collective efficacy and developed a model that was similar to that of Tschannen-Moran et 
al. (1998). The collective efficacy model also was contextual and engaged cognitive 
processing to assess teaching task and teaching competence but was collectively oriented. 
Sources of information that influenced cognitive processing were similar to those of the 
individual efficacy model and included mastery experience, vicarious experience, social 
persuasion, and affective states.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
281
Based on the various teacher efficacy models that I examined, I could see how the 
teachers’ knowledge that they had been successful in im proving student achievement 
might have impacted how teachers perceived professional development initiatives and 
influenced responses to the survey items. After all, Showers, Joyce, and Bennett (1987) 
found that, “competent teachers with high self-esteem usually benefit more from training 
that their less competent, less confident colleagues” (p. 79). I also wondered whether the 
teachers had a sense of efficacy before the increase in student achievement or did they 
develop a sense of efficacy because of the improvement in student achievement. Where 
and how did “collective efficacy” impact the overall schools’ beliefs that they could 
make a difference in student achievement— thus the staffs did make a difference? 
W hatever the case, the literature indicated that teachers were capable of learning new 
skills and transferring them to classroom practice (Joyce, Bennett, & Rolheiser-Bennett, 
1990; Showers, Joyce, & Bennett, 1987; Sparks, 1986), and the teachers at the three 
elementary schools perceived that they demonstrated this capability.
The principals acknowledged that their staffs were outstanding and demonstrated 
the disposition and ability to change. At Cleary and Sendak Elementary schools, the 
principals hired staff members to shape an effective faculty and the principal at Keats 
described coming into a school with an outstanding staff already in place. Many of the 
survey responses about the most important steps to improve student achievement 
addressed staff capabilities. To summarize, teacher responses to the survey yielded some 
results that support or demonstrate what much of the literature found about teacher 
efficacy and effective professional development.
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Research Question 2: What professional development experiences did teachers report as
having an effect on their teaching practice?
Guskey (1995) maintained that the effectiveness o f professional development was 
determined by an index of participants’ satisfaction with the program or some indication 
of change in their professional knowledge. Thus, data from the three schools was 
examined in light of the convergence of frequency of type and frequency of “great 
effect.”
Research Question 2a: What do teachers report about type o f professional 
development initiative and effect on their classroom practice?
The data from the three schools about professional development initiative type 
indicated that “workshops” were the most frequent form used for language arts and other 
initiatives. Yet, the data pertaining to initiative type and “great effect” from teachers did 
not indicate that “workshops” had the most frequent “great effect” on their classroom 
practices. While the variation in frequency among initiative type prevents the 
identification of a specific professional development type that had the greatest “great 
effect,” it appears that most other types of initiatives had greater “great effect” than 
“workshops.” For the most part, many of the initiatives that were not workshops were 
initiatives that Garet et al. (2001) described as “reform initiatives.” It seems that reform 
initiatives had a greater impact on teacher practice. The category of graduate classes was 
the one exception. Garret et al. (2001) suggested that this exception might depend on 
duration, which can be a mitigating factor for more traditional forms of professional 
development. The research conducted by Kennedy (1999) in which 93 studies on 
professional development were examined to establish descriptors for effective 
professional development in mathematics and science, suggested that “what is being
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taught... is an important predictor of benefit to students” (p. 2). Furthermore, Kennedy 
suggested that content is more important than structural and organizational aspects of 
initiatives. Because information was not available regarding the specific content o f the 
initiatives that teachers participated in, the possible interaction of content on type and 
“great effect” is not known. However, other literature also pointed to the effectiveness of 
job-embedded professional development when it came to influencing classroom practice 
(Bereiter, 1995; Guskey, 1995; Hirsch, 2001; National Staff Development Council, 2001; 
Sparks & Hirsch, 1997; Sparks & Loucks-Horsley, 1990).
The comparison of language arts and other initiatives also reflected aspects of the 
literature about adult learning and professional development. At all three schools, 
teachers perceived that initiatives linked to language arts had “great effect” more 
frequently on their classroom practices than other initiatives. These schools established a 
goal to increase language arts achievement and followed the literature that specified the 
importance of linking professional development to student achievement (Cawelti, 1995; 
Guskey & Sparks, 1996; Hirsch, 2001; Joyce & Showers, 1995; Joyce, Weil, & Showers, 
1992; Sparks, 1995; Wang, Haertel, & Walberg, 1993).
Although the specific content of language arts and other initiatives was not 
known, a survey of the complete listing at all three schools indicated a greater likelihood 
for subject-area focus among language arts initiatives. Some literature referred to the 
need to merge subject content and pedagogy for efficacious results (Doyle, 1992; Garet 
et. al 2001; Shulman, 1986, 1987). The literature on adult learning informed the results of 
this study. Zemke and Zemke (1981) defined three categories for practices that reflect 
adult learning needs and maintained that the content of learning was crucial to
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motivation. Again, the work of Kennedy (1999) could possibly inform the results as this 
researcher found that “content” was more important than structure or organization. Even 
though, the specific content of the initiatives is not known, it might be possible that the 
language arts initiatives were more content focused than other initiatives. Even the 
teachers in this study of three elementary schools referred to relevancy and practicality as 
conditions for classroom change.
Research Question 2b: What do teachers report about the reason that they 
participated in professional development and effect on their classroom practice?
Impetus for participating in professional development and frequency of “great 
effect” also was examined. The literature on teacher efficacy, adult learners, and effective 
professional development shed some light on the findings.
The results for impetus type and “great effect” had to be considered in light of the 
variation in frequency among impetus types. It appeared that participation due to 
“interest” had greater “great effect” than most impetus types, however, some impetus 
types (colleagues, self-improvement, and student achievement) had higher percentages of 
“great effect” within the impetus type but low frequencies. Thus, is difficult to ascertain 
whether “interest” is influential in yielding “great effect.” All in all, it appears that 
“mandatory attendance” did not fare as well in “great effect” as other impetus types.
In spite of variation in impetus type, the literature may enlighten findings about 
impetus type. In citing Hackman and Oldham, Sergiovanni (1992) m aintained that 
individuals are motivated when they experience meaningfulness for what they are doing, 
sense responsibility for the outcomes, and receive knowledge of the results. Perhaps the 
teachers at Cleary, Keats, and Sendak perceived participation due to “interest” as more 
motivating and thus were more inclined to ensure successful implementation of new
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content or strategies. The research by Borko et. al. (1997) found that, “staff development 
personnel and other persons with specific expertise can facilitate change by introducing 
new ideas based on teachers’ current levels of interest, understanding, and skill” (p. 269). 
The conditions for motivation also rang true in Zemke and Zemke’s (1981) description 
of adult learning needs. According to these authors, adults seek learning experiences to 
cope with specific needs. Moreover, adults go through life cycles and career cycles, as 
well as stages for thinking and problem solving, that influence teachers’ needs.
Supovits and Zief (2000) also found that teachers’ most frequent reason to 
participate in professional development was interest. This finding was contrary to the 
literature on effective professional development that indicated the most compelling 
reason to participate in professional development was student needs. It may be that 
teachers equated teacher autonomy with participation due to interest and that focus on 
students was implied by this choice. According to test results, the teachers at Cleary, 
Keats, and Sendak, which were identified as poor performing schools, demonstrated an 
ability to increase student achievement, and according to the principals, their teaches 
were outstanding. Perhaps these teachers perceived it was a given that “interest” would 
be based on what motivated them— student learning. Although supported by Supovits 
and Zief (2001), teachers’ indication that participation due to interest yielded the best 
results contradicted some o f the literature on effective professional development.
Finally, the literature on efficacy would support the findings about impetus and 
effect on transfer. According to Tschannen-Moran et al. (1998), there are several sources 
of influence that can affect the cognitive processing of teaching task analysis and 
teaching competence assessment. Verbal persuasion, vicarious experience, physiological
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arousal, and mastery experience were such sources. Goddard et al. (2000) maintained 
similar sources for collective efficacy. In light of this research, I can understand how 
administrative influence could be a source influencing the cognitive processing of 
efficacy tasks. Also, I can see how sources of influence can be individualized, thus 
supporting how interest could play a role in transfer.
Research Question 2c: What do teachers report about monitoring options and effect 
on their classroom practice ?
When it came to monitoring, the variation in frequency among monitoring type had to 
be considered in determining results. While frequency can be noted, the specific 
monitoring type having greatest, “great effect” cannot be identified. Teachers at all three 
schools indicated that the most frequent type for language arts and other initiatives was 
“expected, but not monitored.” Moreover, they perceived that initiatives with which 
“expected, but not monitored” or “no expectation” was associated had “great effect” less 
often than most other monitoring types.
In light of the literature on transfer, teacher efficacy, and effective professional 
development, these results were not surprising. As Joyce, Weil, and Showers (1992) 
indicated, transfer of content from professional development to classroom practice is 
enormously complex. Even the research on the brain and learning maintains “practice 
makes permanent” (Fogarty, 2002, p. 143). If “no expectation” was communicated, and 
no one encouraged teachers’ attempts to try new strategies, it is less likely that the 
practice needed to make a strategy permanent will take place. As indicated by Bereiter 
(1995) and Guskey (1985), transfer occurs best within a natural setting. Borko et. al. 
(1997) also found the importance of learning in the actual teaching context. Repeatedly, 
the literature discussed the value of job-embedded initiatives (Bereiter, 1995; Guskey,
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1995; Hirsch, 2001; National Staff Development Council, 2001; Sparks & Hirsch, 1997; 
Sparks & Loucks-Horsley, 1990). Guskey (2000) described the principal’s role in 
shaping an all important context for adult learning and identified principal functions that 
encompass monitoring.
The research on teacher efficacy presented by Guskey (1994), Tschannen-Moren 
et al. (1998), and Goddard et al. (2000) also guided interpretation of the findings. When 
viewing the possible sources of influence that affect cognitive processing of events that 
lead to efficacy, I could see why monitoring was important to transfer at these three 
schools.
Also, Garet et al. (2001) described how the presence of certain structural features, 
such as duration and collective participation, as well as core features concerning 
coherence influenced change in classroom practice and could influence the effectiveness 
of all professional development experiences, regardless of type. Monitoring encourages 
practice, extends the duration of an initiative, provides collective support among those 
making attempts, and builds coherence or integration of classroom practice and other 
strategies used by the teacher.
Research Question 2d: What do teachers report about follow-up options and  
effect on their classroom practices?
Follow-up options were examined for professional development initiatives at the 
three schools. Again, variation in frequency among follow-up type was considered in data 
analysis. The most frequent form of follow-up reported by the teachers was “no follow- 
up.” Results were mixed in terms of the follow-up type having the greatest “great effect” 
and variation in frequency may account for the mixed results. While no specific follow-
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up type can be identified as having “great effect,” most initiatives with some sort of 
follow-up had greater “great effect” than “no follow-up.”
The research on transfer, teacher efficacy, and effective professional development 
enlightened the interpretation of data concerning follow-up at the three schools. Peer 
coaching has been touted for making an important contribution to transfer (Glass, 1992; 
Gordon, Nolan & Forlenza, 1995; Joyce & Showers, 1980, 1983, 1995; Landrum, 1990; 
Licklider, 1995; Showers, 1984; Showers, Joyce, & Bennett, 1987; Sparks, 1986). This 
is because coached teachers were more likely to analyze attempts with a companion, 
practice new strategies, develop greater skill, and use strategies more appropriately 
(Joyce & Showers, 1983; 1995).
The benefit of follow-up, other than peer coaching, also was acknowledged in the 
literature. In providing guidelines for effective professional development, Guskey (1995) 
called for the provision of “continued follow-up, support, and pressure” (p. 123). In a 
later publication, Guskey (2000) also described “follow-up” as important principal role 
that scaffolds a powerful context for learning and change. Borko et. al. (1997) found that, 
“group discussions of instructional and assessment issues— for example, within the 
context of workshop sessions— can be an effective tool for the social reconstruction of 
new ideas and practices” (p. 268).
Again, the research on teacher efficacy presented by Guskey (1994), Tschannen- 
Moren et al. (1998), and Goddard et al. (2000) supported the findings that follow-up 
aided implementation and transfer. Coaching or follow-up could have been one of the 
possible sources of influence on cognitive processing of events that lead to efficacy.
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Research Question 2e: What do teachers report about plans to examine the
impact o f  professional development initiatives on student achievement?
Literature on effective professional development indicated that professional 
development should be linked to student achievement (Guskey & Sparks, 1996; Joyce & 
Showers, 1995; National Staff Development Council, 2001). As indicated previously, the 
National Staff Development Council (2001) specifically addressed the issue o f using data 
when proposing this standard: “Staff development that improves the learning of all 
students uses disaggregated student data to determine adult learning priorities, monitor 
progress, and help sustain continuous improvement” (p. 4). Guskey (2000) maintained 
that it is important to assess student outcomes resulting from professional development. 
Although the principals reported that they used data for making decisions about 
professional development, when the teachers were asked whether there was a plan to 
determine the impact of professional development on student achievement, they did not 
report using achievement test scores very often. Teachers indicated that soft data sources 
such as “teacher-made tests,” “student grades,” and “observations” were used more often. 
In fact, “observations” were the most frequent method for examining student 
achievement with one exception: at Sendak, teachers reported that “achievement tests” 
were used most frequently for language arts initiatives.
The study conducted by Supovits and Zief (2000) indicated that teachers did not 
choose professional development initiatives that targeted their students; they chose 
initiatives based on interest. The teachers at the three schools also did not indicate that 
student needs were the primary reason they participated in professional development. A 
mitigating factor that may have influenced why teachers did not choose to participate in
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professional development due to student needs more frequently was that there was no 
explicit plan to examine the effect o f initiatives on students.
Research Question 3: What common factors or conditions d id teachers at the three 
schools report as influencing whether they change their classroom practices after 
participating in professional development initiatives?
Five overarching themes emerged from teacher comments about conditions that 
supported change in classroom practices following professional development: teacher 
autonomy and incentive, student impact, practicality, relevancy, and concrete support.
The literature on transfer, instructional leadership, characteristics of adult learners, and 
effective professional development informed the interpretation of these overarching 
themes.
According to Marini and Genereux (1995), transfer depended on the learner’s 
ability to access necessary resources, to recognize when transfer was possible, and to be 
motivated to seek transfer opportunities. Borko et. al. (1997) found teachers’ levels of 
interest, understanding, and skill impacts transfer and should be considered in 
professional development. The teachers at Cleary, Keats, and Sendak perceived that 
professional development must be relevant, practical, and needed concrete support for 
classroom practices to change. Disposition for transfer might be related to issues of 
personal autonomy, practicality, and relevancy. Perhaps these conditions for change that 
the teachers identified can influence the creation of dispositions that will either hinder or 
support transfer.
Sergiovanni (1992) also addressed personal autonomy as a condition for change 
when describing conditions for motivation. Sergiovanni maintained that staff members
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are more likely to be motivated when they experience meaningfulness, sense 
responsibility for outcomes, and receive knowledge of results.
The condition of personal autonomy somewhat contradicted Guskey’s work with 
teacher efficacy (1985). Guskey maintained that, “significant change in teachers’ beliefs 
and attitudes takes place after student outcomes have changed” (1985, p. 58). In reality, 
personal autonomy could be a hindrance to transfer because teachers might be inclined to 
choose those strategies that they feel they have mastered rather than attempting new 
strategies in order to determine if students might benefit from the change.
The teachers at Cleary, Keats, and Sendak Elementary maintained that transfer 
required concrete support, in various forms. New learners experience a period of 
discomfort as new strategies are attempted and refined for mastery (Joyce, Weil, and 
Showers, 1992). As they stated, “Only a small percentage (about 5 to 10 percent) of the 
teachers who had learned teaching strategies new to their repertoires were able to handle 
the discomfort without assistance” (p. 394). The need for concrete support also was in 
keeping with Saphier and King’s (1985) 12 cultural norms of effective schools: 
collegiality, experimentation, high expectations, trust and confidence, tangible support, 
reaching out to the knowledge bases, appreciation and recognition, caring, celebration, 
and humor, involvement in decision making, protection of what’s important, and open, 
honest communication. Also, Blase and Blase (2001) found that effective instructional 
leaders provided concrete support in five ways: making suggestions that are purposeful, 
appropriate, and non-threatening; expressing specific feedback; demonstrating teaching 
techniques; using inquiry; and praising in a focused way. Teachers in the Blase and Blase 
study also claimed that instructional leaders supported teachers by emphasizing
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professional development, supporting collaboration, developing coaching relationships, 
encouraging program redesign, applying principles of adult learning, and implementing 
action research.
Reflections on Changes in My Thinking 
Prior to beginning this study, I developed a conceptual framework that delineated 
what I believed to be the five conditions for supporting classroom change: focus on 
student achievement; teacher sense of efficacy; strong, positive school culture; elements 
of effective professional development; and coaching or follow-up (Figure 3). This 
framework was developed as part of my oral examination for my doctoral studies and 
was based on a review of the literature, observations, and prior experiences. However, the 
framework had not been used to examine change in schools or to see if there was any 
empirical evidence for the five conditions for change. W hile I knew that I much data 
needed to be collected for theory building around this conceptual framework, I hoped that 
this study would enlightens what was thought to be a simplistic view of the role that 
professional development played in the change process. The original framework targeted 
training and, after further research, reflection, and experience, I realized that the 
framework’s simplicity was due to the training focus. I see that professional development 
is not an end in itself; it provides a means for scaffolding effective schools. Through this 
research, I came to understand that the conditions fo r  transfer that I identified earlier 
needed to be rearticulated to reflect the idea of instructional leadership fo r  change and 
revised the original framework to reflect this understanding. This revision is the first step 
in a long process to develop theory about the role of instructional leadership in change
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and will require additional research through time and in different settings. While, the 
revision is a necessary “first step,” I have no delusions that it is only a “first step.”
• •
Teacher’s 
Sense of 
Efficacy
Strong,
Positive
School
Culture
Link to Student 
Achievement
Elements of 
Effective 
Training
Coaching
or
Follow-up
• • •
Figure 3. Conditions that support the transfer o f training to classroom practice.
As a first step, I wanted to incorporate into the new conceptual framework lessons 
learned from the principals and teachers at Cleary, Keats, and Sendak Elementary 
Schools. After all, these educators demonstrated commitment to improving student
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achievement in a very concrete way— they improved student achievement. Although I 
came to realize that many practices that these schools used did not always reflect aspects 
of effective professional development, I assumed that the principals’ and teachers’ 
perceptions might inform the articulation of a conceptual framework for instructional 
leadership that supports change— especially if  such perceptions were supported by 
literature and personal knowledge of professional development and leadership. Therefore, 
I examined the overlap among the original conceptual framework, the principals’ 
overarching professional development leadership themes, and the teachers’ overarching 
themes concerning conditions for change (Table 65).
While there were some differences among the original framework, the principals’ 
themes, and the teachers’ themes, I also found that there was remarkable overlap. I knew 
that my own bias about the original conceptual framework could influence the overlap; 
however, repeated review of the literature also substantiated the overlap that was found. 
What was surprising was that the principals’ and the teachers’ themes touted similarities 
for dispositions to change. The administrators and teachers did not seem to have contrary 
viewpoints about what was needed to support change in teachers’ classroom practices. 
Previously, I thought that principals and teachers might hold different perspectives; 
however, they differed in reference point-of-view but not in focus. For example, both 
acknowledged the importance of student impact, albeit teachers did not have the data- 
driven focus that the principals had. Teachers maintained the importance of teacher 
autonomy and incentive, and the principals used communication as a way of honoring 
teacher autonomy and incentive. Teachers viewed practicality as an impetus to change
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Table 65
Comparison o f  Original Conceptual Framework and Principals’ and Teachers’ Themes
Original conceptual 
framework
Principals’ overarching 
themes
Teachers’ overarching 
themes
• Link to student •  Link to student • Student impact
achievement achievement in explicit 
ways
• Teacher’s sense of • View communication as • Teacher autonomy and
efficacy an important facet of 
instructional leadership
incentive
• Strong school culture •  Shape cultural norms that 
encourage teacher change.
• Seek and develop 
resources to support staff.
• Concrete support
• Elements of effective • Recognize dynamic •  Practicality
training interactions involved in 
school change
• Coaching and follow-up • Engage varied forms of 
professional development 
that are more job 
embedded.
•  Relevancy
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practices, and principals saw that change, in the practical sense, was complex and 
required recognition and maintenance o f dynamic interactions. These principals knew 
that change was not simple. Teachers recognized the need for concrete support, as did 
principals; thus, the principals shaped school cultural norms conducive to supporting 
teachers and sought resources that encouraged teachers’ growth in classroom practices. 
The major difference between the original framework and the principals’ and teachers’ 
themes is that their themes tended to be more specific in nature and two conditions 
identified in the original framework (elements of effective training and coaching and 
follow-up) reflected aspects of the principals’ theme about varied forms of professional 
development and the teachers’ themes about practicality and relevancy. Still, there was 
not a one-to-one match up and the differences led me to revise the original framework.
The examination of the overlap gave way to the development o f a revised 
conceptual framework about instructional leadership for change. The new framework has 
six, rather than five interactive conditions: link to student achievement, collective teacher 
efficacy, supportive school context, effective professional development, concrete 
pressure and support, and (the addition) recognition of cohesive, dynamic interactions 
(see Figure 4).
As can be seen, the focus of the conceptual framework continues to be the student 
achievement link. This link is what instructional leaders use to involve staffs in 
examining and using a variety of data for decision-making, including professional 
development. This condition also implies that those strategies that are implemented are 
based on some body of research that supports attempts. Also, instructional leaders
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C o l l e c t i v e  T e a c h e r  E f f i c a c y  C o h e s iv e .  D y n a m ic .  I n t e r a c t io n s  S u p p o r t iv e  S c h o o l  C o n t e x t
>  B a la n c e  o f  a u t o n o m y  a n d  >  I n te r a c t io n  o f  c o n d i t io n s  ^  T w e l v e ,  c u ltu r a l n o r m s
n e e d  fo r  le a r n in g  >  C o h e s iv e n e s s  v s . f r a g m e n ta t io n  >  C o m m u n it y  o f  le a r n e r s
>  B e l i e f  in  c o n t r o l  o v e r  >  R e c o g n i t i o n  o f  r e la t io n s h ip s  >  O r g a n iz a t io n a l
s tu d e n t  a c h ie v e m e n t  
>  B e l i e f  in  s t a f f  a s  le a r n e r s
a r r a n g e m e n t  
>  C o m m u n ic a t io n
Cohesive. Dynamic Interactions
S u p p o r t iv e  
S c h o o l  
v. C o n t e x t
C o l l e c t i v e
T e a c h e r
E f f i c a c y
L in k  to  S tu d e n t
A c h ie v e m e n t
>  D a ta  
d is a g g r e g a t io n
>  R e s e a r c h - b a s is
>  M o n ito r in g
>  P la n n in g
E f f e c t iv e C o n c r e t e
P r o f e s s io n a l P r e s s u r e
a n d  S u p p o r tD e v e l o p m e n t
C o n c r e t e  P r e s s u r e  a n d  S u p p o r tE f f e c t iv e  P r o f e s s io n a l
D e v e lo p m e n t
S ' A r t i c u l a t e d  e x p e c t a t io n s
r ’ S ta n d a r d s  b a s e d  c o n t e n t P r o v i s i o n  o f  r e s o u r c e s  ( t im e ,
r B r o a d  v i e w  in c l u s i v e  o f  j o b m a t e r ia l s ,  p e r s o n n e l )
e m b e d d e d  fo r m s C o l l e g i a l  s u p p o r t
P r a c t ic a l  a n d  r e le v a n t I n t e g r a t io n  o f  k n o w le d g e
I n te g r a t io n  o f  c o n t e n t  a n d r ' F e e d b a c k
p r o c e s s F o l l o w - u p
r G r e a t e r  d u r a t io n  in  t im e
a n d  s p a n
s ' C o h e s iv e
K
S ' R e f l e c t i v e
Figure 4. Instructional leadership for change.
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explicitly plan for monitoring and feedback from data collection pertaining to impact on 
staff and students.
Although I reflected on the role of teacher autonomy in change, I kept teacher 
efficacy for the revised framework. However, teacher efficacy became collective teacher 
efficacy. W ebster’s New World College Dictionary (1999) defined autonomy as “the fact 
or condition of being autonomous; self government; independence” (p. 96). I felt that 
teacher efficacy integrated aspects of teacher autonomy, and I came to view teacher 
efficacy in a much more encompassing way. If efficacy is about power to produce 
desired outcomes of student engagement and learning, then teacher efficacy and teacher 
autonomy are integrated when the focus is on engaging in practices that are best for 
students. The focus on student needs and professional autonomy must merge practices 
that honor professional autonomy in the quest to improve student learning. Moreover, 
from studying these three schools, I came to the sense that efficacy was more than the 
sum of the individual teachers. It seemed that a synergistic relationship was created 
whereby teachers and administrators “fed o f f ’ of each other’s beliefs that they could 
impact student achievement and that professional development was part of the process. 
Thus, I was inspired by Goddard et al.’s (2000) concept of collective teacher efficacy. It 
seemed that the teachers at Cleary, Keats, and Sendak had a sense of collective efficacy—  
they believed they could change curriculum, instruction, assessment, and management 
practices to influence greater student learning— and they did accomplish this. Moreover, 
the principals had high regard for teacher autonomy within the confines of what was best 
for students. Even the principal at Cleary, who replaced the staff, hired new staff
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members who were willing to work hard and to contribute to school life outside the 
classroom.
The third condition, supportive school context, was an outgrowth of the strong 
school condition. I realized that school context is such a powerful influence on change 
that the 12 cultural norms did not effectively communicate the whole. I still maintain that 
the 12 cultural norms are an important aspect o f school context, but the synergistic 
relationship among the 12 norms, communication, and organizational arrangement 
generates what I call a community of learners. The principals arranged their schools to 
foster learning among students and staff and frequently mentioned conversation as an 
important aspect of professional development. The resulting school contexts became an 
aspect of the concrete support that teachers reported that they needed to sustain change in 
classroom practices. I believe that the influence of context is an extremely powerful 
variable and agree with DuFour’s statement: “In the right school context, even flawed 
professional development activities can serve as a catalyst for professional growth. 
Conversely, in the wrong school context, even programs with solid content and powerful 
training strategies are unlikely to be effective” (2001, p. 14).
The condition about effective professional development did not change much in 
terminology, but it did change a great deal in frame of reference. Prior to this research, I 
realized that I too had been somewhat guilty o f equating training with professional 
development. I also realized that the original conceptual framework reflected this 
philosophy and focus. I came to recognize the power of job-embedded professional 
development. I now believe that these forms offer the most promise for relevancy, 
practicality, cohesiveness, and transfer. I also understand more concretely the way that
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professional development duration influences the occurrence of change in classroom 
practices. I also see the power of learning new knowledge and strategies in an integrated 
manner, with a standards-based focus. All the above named professional development 
strategies reflected conditions of relevancy and practicality described by teachers at 
Cleary, Keats, and Sendak.
The fifth condition became much more than just coaching and follow-up. Because 
of this research, I developed a greater understanding of the need for concrete pressure and 
support. Both principals and teachers discussed both that change was very difficult and 
that pressure and support was needed. The acts of articulating expectations that learned 
strategies should be used and of monitoring attempts made a difference. Provision of 
time, materials, and resources was crucial. Follow-up and collegial support were 
recognized as helpful. This condition o f concrete pressure and support is one that must be 
fostered by instructional leaders who want to encourage change in classroom practices.
The sixth condition is a new one and its placement in the conceptual framework 
was purposeful. All the other conditions are “nested” within a condition that calls for 
cohesive, dynamic interactions. This sixth condition implies that none of the other five 
conditions stands alone. The issue of cohesiveness is addressed by this final condition.
All three principals recognized dynamic interactions that shaped success in student 
achievement and used these relationships as a springboard for their focus. Ms. Beverly at 
Cleary used the dynamics of high expectations, use of data, and professional development 
to foster change. Dr. Ezra recognized the relationship among mobility rate, student 
achievement, community confidence, and professional development. Ms. Maurice 
employed the interactive power of subtle conversation, room assignments, and
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professional development to “plant seeds” for change. DeBevolse (1984) pointed to the 
inter-relationship among principals’ personal traits, leadership styles, management 
behaviors, and organizational contexts. Cascadden (1997) described the merging of 
management and leadership roles that is evolutionary. Guskey (2000) revealed leadership 
characteristics to be assumed by principals wanting to create a context for professional 
development. Through this study I was able to witness such inter-relationships and my 
thinking was changed because of this opportunity.
Implications for Educational Policy, Planning, and Leadership
1. Professional development policy should support the notion that professional 
development is not an end in itself, but is a means to an end. With this in mind, 
initiatives designed to increase student achievement should integrate professional 
development as part of policy and practices. This means that strategic planning 
should incorporate professional development that targets recognized student needs, 
identifies practices to address those needs, and provides a plan to develop the staffs 
ability to respond to student needs by executing new strategies successfully.
2. Professional development should be viewed contextually and needs to consider the 
various interactions that influence how and what is learned in a learning community. 
To this end, professional development policy and leadership should target cohesive 
initiatives designed to build collegial structures of support for changing classroom 
practices. These structures should be a source of information that aides teachers’ and
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administrators’ cognitive processing of teaching task analysis and teaching 
competence assessment.
3. Professional development policy and practices can further build cohesion by fostering 
more job-embedded professional development that is practical and relevant to those 
striving to meet the needs of their students, at their school. This means that structures 
should be put into place that afford educators opportunities to leam through 
conversation, collaboration, observation, experimentation, and reflection. Moreover, 
administrators and teachers should become enlightened about this broad, more 
inclusive view of professional development.
4. Professional development policy also must support initiatives of longer duration in 
time and span. Longer duration provides greater opportunity for educators to 
understand, apply, reflect, and perfect new strategies. Increased duration provides 
greater opportunity for cohesion and has a greater chance of reducing the 
fragmentation that is often associated with professional development.
5. Structures should provide concrete support for learning by affording time for 
learning, materials for implementation, and personnel who encourage, not discourage, 
change in a thoughtful, purposeful way. To this end, flexible scheduling should be 
arranged to allow time for staff members to focus on job  embedded professional 
development on at least a  monthly basis. Also, expectations for attempting new 
strategies learned through professional development should be articulated and backed 
up through follow-up in the form o f peer coaching, discussion groups, and reflective 
journals.
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6. Professional development content should be linked to student achievement, and 
varied forms o f data should be used to determine and m onitor focus.
7. Structures and practices should be implemented that nurture teacher efficacy and 
promote teachers’ autonomy to make decisions about professional development, so 
long as their decisions are linked to student achievement needs in an explicit way. 
Teachers should become more knowledgeable of the various job-embedded forms of 
professional development. Moreover, school cultural norms should be examined and 
shaped to foster support for teachers’ growth in practice and student achievement.
8. Administrators or aspiring administrators should engage in learning experiences that 
focus on adult learning and elements of effective professional development. Learning 
experiences should provide potential administrators with knowledge and applications 
for implementing professional development that reflects adult-learning 
characteristics, uses data to link to student achievement, utilizes job-embedded 
models, and uses monitoring and follow-up as an integral part of professional 
development.
Future Research Directions 
This study focused on three research questions designed to capture principals’ and 
teachers’ perceptions about professional development, descriptions o f initiatives 
associated with great change in classroom practices, and conditions that support change 
in classroom practices. Although it provided a description of aspects of professional 
development, this study did not examine if actual transfer took place. Thus, future 
research should focus on using data gathering and analysis procedures to document
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evidence of transfer following professional development. This will need to be a long-term 
study that goes beyond the identification of principal and teacher perceptions.
Further research is needed on school context and its influence on the delivery and 
effectiveness of professional development. This study did not include rigorous effort to 
describe the cultures of the three schools, although school context is an important 
variable that may either thwart or encourage professional growth. Moreover, research is 
needed on whether and how school culture and context influences teacher efficacy, and 
vice versa. As Sarason maintained, “Educational change depends on what teachers say 
and do— it’s as simple and as complex at that” (as cited in Fullan and Stieglebauer, 1991, 
p. 117).
This study may be revised to include more in-depth study of the content of 
professional development initiatives and then implemented in various school settings. 
Settings should include elementary, middle, and high schools in rural and urban settings, 
as well as in different regions of the United States. Teachers and principals’ perceptions 
about conditions of change are worthy of examination to foster policy and practices to 
promote effective professional development.
Finally, it is recommended that future investigations should continue to seek 
evidence that either supports or rejects the conditions for instructional leadership that 
were outlined in the framework and evolved from this study. Is there empirical evidence 
in other schools, in other locations, and with different grade-level configurations, that 
supports, negates, or informs the emerging conceptual framework concerning 
instructional leadership for change?
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Appendix A 
National S taff Development Standards for Staff Development
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NSDC Standards for Staff Development
Context Standards
S ta ff development that improves the learning o f  all students:
• Organizes adults into learning communities whose goals are aligned with those of the 
school and district.
•  Requires skillful school and district leaders who guide continuous instructional 
improvement.
•  Requires resources to support adult learning and collaboration.
Process Standards
S ta ff development that improves the learning o f  all students:
• Uses disaggregated student data to determine adult learning priorities, monitor progress, 
and help sustain continuous improvement.
•  Uses multiple sources o f information to guide improvement and demonstrate its impact.
•  Prepares educators to apply research to decision making.
•  Uses learning strategies appropriate to the intended goal.
•  Applies knowledge about human learning and change.
•  Provides educators with the knowledge and skills to collaborate.
Content Standards
S ta ff development that improves the learning o f  all students:
•  Prepares educators to understand and appreciate all students, create safe, orderly and 
supportive learning environments, and hold high expectations for their academic 
achievement.
•  Deepens educators’ content knowledge, provides them with research-based instructional 
strategies to assist students in meeting rigorous academic standards, and prepares them to 
use various types of classroom assessments appropriately.
•  Provides educators with knowledge and skills to involve families and other stakeholders 
appropriately.
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Appendix B 
Sample Letter to Principals and Agreement to Participate
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September 22, 1999
Dear
At its May Board meeting, the Board of Education for approved a grant to study 
professional development initiatives at three public elementary schools that had steady increased 
student achievement in reading since 1995. Because the research to be conducted is my 
dissertation study for the College of William and Mary, I am chief investigator of this project. I 
will be using data from this study for my doctoral research at the College of William and Mary, 
in W illiamsburg, Virginia. I am pleased to inform you that your school has been selected to be 
one of the ten schools to be studied. The following criteria were used to select your school:
• Your school was among those elementary schools in that have had the greatest steady 
increase in student achievement in the area of reading between 1995 and 1999 as based on 
the reading portion of the Iowa Achievement Test.
• Your school is a general elementary school and is not a targeted magnet school.
• You have been principal of this school between 1995 and 1999.
This is an important study for Public Schools for it will provide a description of several 
conditions prevalent in urban schools with increased student achievement and this information 
will be valuable to other schools seeking ways to improve the quality of teaching and learning at 
their schools. To this end, the following research questions have been targeted:
1. In three urban elementary schools that have demonstrated significant increases in student 
achievement in reading, what professional development initiatives have staff members 
attended?
For this research question I will identify and describe professional development activities that 
focused on reading as well as professional development activities that focused on other 
variables related to teaching and learning.
2. In the three elementary schools identified as having significant increases in reading 
achievement, what evidence is there that of the five conditions identified in a conceptual 
framework for transfer of professional development?
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To respond to this research question I will be collecting data pertaining to several sub­
questions. Was training content linked explicitly to student achievement? Do teachers at this 
school possess a positive sense of efficacy? What evidence is there of a strong, positive school 
culture? Did the professional development initiatives reflect “best practices” in professional 
development? Is there evidence that follow-up activities, such as coaching, took place to 
reinforce the professional development initiatives.
Data collection will consist o f two one-hour principal interviews, one brief teacher survey 
about professional development, one teacher focus group interview, and each staff member will 
be asked to complete one o f two different surveys on either  teacher efficacy or school culture. 
Approval of the data collection procedures and instruments are still pending final approval by my 
dissertation committee and the human subjects review committee at the College of William and 
Mary. No data will be collected until final approval is received and there is written consent by 
the principals of the participating schools. Anticipated times for data collection in the ten schools 
will be from the first of October through the first of December.
Although the Board o f Education for Public Schools is sponsoring this research
and your participation is encouraged (see attachment), participation in this study is completely 
voluntary. Also, please note that special precautions will be made to insure that all data that is 
collected and all subsequent findings will be reported anonymously. Would you please indicate 
whether or not you wish to participate in this study by completing the attached form and 
returning it to me in the attached form by October 1. 1999. If you have questions or wish to 
discuss aspects of this research further, please feel free to contact me at home (312) 787-6303.
In advance, I thank you for your consideration. I hope I have the opportunity to work 
with you and your staff in the near future. I think it will be deeply rewarding to learn how you 
achieved such success in increasing student achievement.
Sincerely,
Valerie Hastings Moye, Ed. S.
CC: Chief Education Officer
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AGREEM ENT TO PARTICIPATE IN RESEARCH ON PROFESSIONAL 
DEVELOPM ENT PRACTICES IN CHICAGO ELEM ENTARY SCHOOLS W ITH
INCREASED STUDENT ACHIEVEM ENT
School Principal___________________________ School
I acknowledge tha t I have been asked to participate in a  study pertaining to professional 
development practices in elementary schools with increased student achievement. I 
understand th a t my participation in this study is voluntary and tha t all data  collection and 
data  reporting will be anonymous. I understand th a t I can refuse to respond to some 
research questions and can discontinue my participation in the study at any time. Based on 
the inform ation tha t has been provided in the attached letter, I have made the following 
decision about participating in the study.
Please check one of the following:
I accept the invitation for my school staff to participate in the study on 
professional development practices in ten elementary schools with increased 
student achievement in reading. I agree to allow for the collection and 
reporting of data in an anonymous m anner, as outlined for me in the 
attached letter.
___________  I do not accept the invitation for my school staff to participate in the study on
professional development practices in ten elementary schools with increased 
student achievement in reading.
Principal’s Signature Date
RETURN BY OCTOBER 1. 1999 TO: 
Valerie Hastings Moye
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Appendix C 
Principals’ Interview Questions
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PRINCIPAL INTERVIEW
NOTE;
The purpose of this interview is gather information from principals about what was done to 
increase student achievement at their schools and professional development initiatives. An 
additional objective for this interview is to discern principals' perceptions about the characteristics 
of effective professional development and conditions that foster transfer; thus most interview 
questions focus on recording perceptions pertaining to this interview objective.___________________
Introduction
Describe purpose of study. Describe definition of professional development. Ask for staff roster. 
Ask how I can find out about professional development initiatives that have been attended by
staff members.
Questions
1. Describe what has been done to increase student achievement at your school?
2. How has data been used at your school?
3. What role do you think that professional development has played in increasing student achievement at 
your school?
4. What role does the principal play in providing effective professional development?
5. What do you think makes professional development initiatives worthwhile to teachers?
6. How do you determine whether a professional development initiative has been effective? (follow-up, 
student achievement, etc.)
7. Sometimes teachers seem to get a lot out of professional development experiences and at other the 
professional development initiative was a "waste of time" because there is no change in classroom 
practices? What do you think are conditions that support teachers' ability to change classroom 
practices as the result of a professional development initiative (conditions that deter)?
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Teachers’ Agreement to Participate
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AGREEMENT TO  PARTICIPATE IN RESEARCH ON PROFESSIONAL 
DEVELOPMENT PRACTICES IN ELEMENTARY SCHOOLS WITH 
INCREASED STUDENT ACHIEVEM ENT
School Teacher
I acknowledge that I have been asked to participate in a  study pertaining to professional 
development practices in elem entary schools with increased student achievement. I 
understand that my participation in this study is voluntary and  that all data collection and 
da ta  reporting will be anonymous. I know that I can refuse to respond to some research 
questions and can discontinue my participation in this study a t any time.
Please check one of the following:
I agree to participate in the study on professional development practices in 
ten elementary schools with increased student achievement in reading. I 
agree to respond to the research surveys and interviews.
___________  I do not agree to participate in the study on professional development
practices in ten elem entary schools with increased student achievement in 
reading.
T eacher’s Signature Date
RETURN TO: 
Valerie Hastings Moye
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Teacher Survey on Professional Development Initiatives
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TEACHER SURVEY ON PROFESSIONAL DEVELOPMENT INITIATIVES 
School Teacher ID #
Circle the Grade Level that You Teach: Pre-K K 1 2 3 4 5 6 7 8  Other (Please Describe)
Identify 8*10 professional development initiatives that you have participated in since the 1995-96 school year. These initiatives could have been either a positive o r negative experience. Keep in mind that 
professional development includes workshops, conferences, graduate classes, curriculum development, assessment development, individual professional development plans or portfolios, professional book talks, 
a  school improvement initiative, action research, and observations of teachers, classrooms, o r schools. In column A write down a topic title, such as Improving Test Taking Skills, and then check the best 
description of how the professional development initiative was delivered. Then check the appropriate boxes in columns B, C, D, E, F, & G. All responses will remain anonymous and will be reported 
anonymously. The teacher ID number will only be used if follow-up questioning is necessary. Neither you nor your school will be identiiled in the report. Please be honest in your response so that this study 
can serve as a realistic guide to policy pertaining effective professional development. Also, please answer the two questions on the last page. These surveys will be collected at the end of the meeting.
COLUMN A 
Description of initiative
COLUMN B 
Year 
(Check 
ONE)
COLUMN C 
Why did you participate in 
this initiative? (Check the 
ONE that applies BEST)
COLUMN D 
Which of the following statements describes 
how your attem pts to use the targeted 
knowledge, skills, o r processes were 
monitored?
(Check ALL that apply)
COLUMN E 
Check ONE of the following statements that 
BEST describes the extent to which you believe 
the Initiative changed your classroom 
practices.
COLUM N F 
W hat kind of assistance or 
follow-up were you provided 
while attem pting new 
strategies o r content learned 
through this initiative? 
(Check one)
COLUMN 0  
W as there a plan to examine 
how student achievement wai 
impacted by this initiative? II 
YES, check what was used to 
examine the impact on 
students.
Topic:_
□ Workshop
□ Conference
□  Graduate classes
□ Curriculum development
□ Assessment development
□ Individual professional 
development plan/poitfolio
□ A school improvement 
initiative.
□ Professional book talk
□ Action research
□ Observations of teachers, 
classrooms, or school
Other experiences (Please
specify):
0  1995-96 
0  1996-97
□ 1997-98
□ 1998-99
□ Attendance was mandatory.
□ I chose to participate in this 
initiative because I was 
interested in it.
□  I chose to participate because 
1 need improvement.
□ I chose to participate because 
my students need 
improvement.
□  I chose to participate because 
o f administrative 
interest/concern.
□  I chose to participate because 
other colleagues participated.
Other reasons (please specify):
G No expectation for attempting to use what 
was taught was communicated to me.
□  I was expected to try what was taught, but I 
was not monitored.
□ I was expected to try what was taught and 
my progress was monitored through 
observations and feedback.
□ 1 was expected to try what was taught and 
my progress was monitored during group 
discussions or individual conferences.
□ I was expected to teach to others what 1 
learned.
To no extent (1 did not try what was taught for 
I did not think it would apply.
To little extent (I tried what was taught once 
or twice but did not think it worked well in my 
classroom, so 1 stopped).
To some extent (i tried what was taught 
several times and still use what was taught 
from time-to-time).
To great extent (I tried what was taught 
many times and I made adaptations that 
permanently changed the way I do things in 
my classroom).
□No follow-up or assistance 
was provided
□ Observation o f teacher(s) by 
administrators
□Peer coaching
□ Discussion groups
□ Reflective journals
□ Portfolios or collections of 
artifacts exhibiting 
implementation attempts
□  YES □ NO
□ Achievement tests
□ Teacher made tests
□  Students'grades
□ Classroom observations
□ Teacher surveys
□ Parent's surveys
□ Other (Please explain):
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COLUMN A 
Description or initiative
COLUMN B 
Year 
(Check One)
COLUMN C 
Why did you participate In 
this initiative? (Check the 
one that applies BEST)
COLUMN D 
Which of the following statements describes 
how your attempts to use the targeted 
knowledge, skills, or processes were 
monitored?
(Check all that apply)
COLUMN E 
Check ONE of the following statements that 
BEST describes the extent to which you 
believe the Initiative changed your classroom 
practices.
COLUMN F 
W hat kind of assistance or 
follow-up were you provided 
while attempting new 
strategies or content learned 
through this initiative? 
(Check one)
COLUMN G 
W as there a plan to examine 
how student achievement was 
impacted by this Initiative? If 
YES, check what was used to 
examine the impact on 
students.
Tonic: □  1995-96 
Q 1996-97 
D 1997-98
□ 1998-99
□ Attendance was mandatory.
□ I chose to participate in this 
initiative because 1 was 
interested in it.
□  1 chose to participate because 
1 need improvement.
□ I chose to participate because 
my students need 
improvement.
□ I chose to participate because 
of administrative 
interest/concern.
□ 1 chose to participate because 
other colleagues participated.
Other reasons (please specify):
□ No expectation for attempting to use what 
was taught was communicated to me.
□ I was expected to try what was taught, but 1 
was not monitored.
□ 1 was expected to try what was taught and 
my progress was monitored through 
observations and feedback.
□ I was expected to try what was taught and 
my progress was monitored during group 
discussions or individual conferences.
□  1 was expected to teach to others what 1 
learned.
□ T °  19 extent (1 did not try what was taught □No follow-up or assistance 
was provided
□ Observation of teacherfs) by 
administrators
□ Peer coaching
□ Discussion groups
□ Reflective journals
□ Portfolios or collections of 
'artifacts exhibiting 
implementation attempts
□  YES □ NO
□ Achievement tests
□  Teacher made tests
□ Students'grades
□  Classroom observations
□  Teacher surveys
□ Parent's surveys
□  Other (Please explain):
□ Workshop
□ Conference
□ Graduate classes
□ Curriculum development
□ Assessment development
□ Individual professional 
development plan/portfolio
□ A school improvement 
initiative.
□  Professional book laJk
□ Action research
□ Observations of teachers, 
classrooms, or school
Other experiences (Please
specify):
for I did not think it would apply.
□ To little extent (1 tried what was tauaht once 
or twice but did not think it worked well in 
my classroom, so 1 stopped).
□ To some extent H tried what was tauaht 
several times and still use what was taught 
from lime-to-time).
□  To areal extent 11 tried what was tauaht 
many times and 1 made adaptations that 
permanently changed the way 1 do things in 
my classroom).
T opic : □ 1995-96
□ 1996-97 
0  1997-98
0  1998-99
□ Attendance was mandatory.
□ 1 chose to participate in this 
initiative because 1 was 
interested in it.
0  I chose to participate because 
I need improvement.
□  1 chose to participate because 
my students need 
improvement.
□ 1 chose to participate because 
o f administrative 
interest/concern.
□ 1 chose to participate because 
other colleagues participated.
Other reasons (please specify):
□ No expectation for attempting to use what 
was taught was communicated to me.
□ 1 was expected to try what was taught, but 1 
was not monitored.
D 1 was expected to try what was taught and
my progress was monitored through 
observations and feedback.
□ 1 was expected to try what was taught and 
my progress was monitored during group 
discussions or individual conferences.
□  I was expected to teach to others what 1 
learned.
□ To no extent 11 did not trv what was tauaht 
for 1 did not think it would apply.
□ To little extent (1 tried what was tauaht once 
or twice but did not think it worked well in 
my classroom, so I stopped).
□ To some extent U tried what was tauaht 
several times and still use what was taught 
from lime-to-time).
□  To areat extent (1 tried what was tauaht 
many times and I made adaptations that 
permanently changed the way 1 do things in 
my classroom).
□No follow-up or assistance 
was provided
□Observation of teacher(s) by 
administrators 
□Peer coaching
□ Discussion groups
□ Reflective journals
□ Portfolios or collections of 
artifacts exhibiting 
implementation attempts
□ YES 0  NO
□ Achievement tests
□  Teacher made tests
□  Students'grades
□ Classroom observations
□  Teacher surveys
□ Parent's surveys
□ Other (Please explain):
□ Workshop
Q Conference
□ Graduate classes
□ Curriculum development
□  Assessment development
□ Individual professional 
development plan/porlfolio
□ A school improvement 
initiative.
□ Professional book talk
□  Action research
□ Observations of teachers, 
classrooms, or school
Other experiences (Please
specify)
u)
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COLUMN A 
Description of initiative
COLUMN B 
Year 
(Check One)
COLUMN C 
Why did you participate in 
this initiative? (Check the 
one that applies BEST)
COLUMN D 
Which of the following statements describes 
how your attempts to use the targeted 
knowledge, skills, or processes were 
monitored?
(Check all that apply)
COLUMN E 
Check ONE of the following statements that 
BEST describes the extent to which you 
believe the initiative changed your classroom 
practices.
COLUMN F 
W hat kind of assistance or 
follow-up were you provided 
while attempting new 
strategies o r content learned 
through this Initiative? 
(Check one)
COLUMN G 
Was there a plan to examine 
how student achievement was 
impacted by this initiative? If 
YES, check what was used to 
examine the impact on 
students.
T opic : 0  1995-96 
0  1996-97 
0  1997-98 
0  1998-99
□ Attendance was mandatory.
□ I chose to participate in this 
initiative because 1 was 
interested in it.
□  1 chose to participate because 
1 need improvement.
□ 1 chose to participate because 
my students need 
improvement.
□ 1 chose to participate because 
of administrative 
interest/concern.
□ 1 chose to participate because 
other colleagues participated.
Other reasons (please specify):
□  No expectation for attempting to use what 
was taught was communicated to me.
□  I was expected to uy what was taught, but 1 
was not monitored.
□ I was expected to try what was taught and 
my progress was monitored through 
observations and feedback.
□ 1 was expected to try what was taught and 
my progress was monitored during group 
discussions or individual conferences.
□  1 was expected to teach to others what 1 
learned.
□ T 9P9 extent (1 did not try what was taught □ No follow-up or assistance 
was provided
□ Observation of teacher(s) by 
administrators
□ Peer coaching
□ Discussion groups
□  Reflective journals
□ Portfolios or collections of 
artifacts exhibiting 
implementation attempts
□ YES □ NO
□ Achievement tests
□  Teacher made tests
□  Students'grades
□ Classroom observations
□ Teacher surveys
□ Parent's surveys
□ Other (Please explain):
□ Workshop
0  Conference
□ Graduate classes
□ Curriculum development
□ Assessment development
□ Individual professional 
development plan/portfolio
□ A school improvement 
initiative.
□ Professional book talk
□ Action research
□ Observations of teachers, 
classrooms, or school
Other experiences (Please
specify):
for 1 did not think it would apply.
□ To little extent (1 tried what was tauaht once 
or twice but did not think it worked well in 
my classroom, so 1 stopped).
n  To some extent ri tried what was uueht 
several times and still use what was taught 
from time-to-time).
□  To ereat extent (1 tried what was tauaht 
many times and 1 made adaptations that 
permanently changed the way 1 do things in 
my classroom).
Topic: 0  1995-96
□ 1996-97
□ 1997-98
0  1998-99
□ Attendance was mandatory.
□  I chose to participate in this 
initiative because 1 was 
interested in il.
0  1 chose to participate because 
1 need improvement.
□  1 chose to participate because 
my students need 
improvement.
□  I chose to participate because 
of administrative 
interest/concern.
0  I chose to participate because 
other colleagues participated.
Other reasons (please specify):
□ No expectation for attempting to use what 
was taught was communicated to me.
□ 1 was expected to try what was taught, but 1 
was not monitored.
D 1 was expected to try what m  taught and
my progress was monitored through 
observations and feedback.
□ 1 was expected to try what was taught and 
my progress was monitored during group 
discussions or individual conferences.
□  I was expected to teach to others what 1 
learned.
□ To no extent (1 did not trv what was tauaht 
for 1 did not think il would apply.
(1 To little extent II tried what was tauaht once 
or twice but did not think it worked well in 
my classroom, so I stopped).
n  To some extent (I tried what was tauaht 
several times and still use what was taught 
from lime-to-time).
n  To ereat extent (1 tried what was taught 
many times and 1 made adaptations that 
permanently changed the way I do things in 
my classroom).
□ No follow-up or assistance 
was provided
□ Observation of tcacher(s) by 
administrators
□Peer coaching
□ Discussion groups
□Reflective journals
□ Portfolios or collections of 
artifacts exhibiting 
implementation attempts
□ YES □  NO
□ Achievement tests
□ Teacher made tests
□  Students'grades
□ Classroom observations
□ Teacher surveys
□ Parent's surveys
□ Other (Please explain):
□ Workshop
0  Conference
□ Graduate classes
□ Curriculum development
□ Assessment development
□ Individual professional 
development plan/portfolio
□ A school improvement 
initiative.
□ Professional book talk
□ Action research
□ Observations of teachers, 
classrooms, or school
Other experiences (Please
specify)
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COLUMN A
Description of initiative
COLUMN B
Year 
(Check One)
COLUMN C
Why did you participate in 
this initiative? (Check the 
one that applies BEST)
COLUMN D
Which of the following statements describes 
how your attem pts to use the targeted 
knowledge, skills, o r processes were 
monitored?
(Check ail that apply)
COLUMN E 
Check ONE of the following statements that 
BEST describes the extent to which you 
believe the initiative changed your classroom 
practices.
COLUMN F 
What Idnd of assistance o r  
follow-up were you provided 
while attempting new 
strategies or content learned 
through this Initiative? 
(Check one)
COLUMN G 
Was there a plan to examine 
how student achievement was 
impacted by this initiative? If 
YES, check what was used to 
examine the impact on 
students.
T onic : Q 1995-96 
0  1996-97 
0 1997-98 
0 1998-99
□ Attendance was mandatory.
□  1 chose to participate in this 
initiative because I was 
interested in it.
□  i chose to participate because 
1 need improvement.
□ I chose to participate because 
my students need 
improvement
□ 1 chose to participate because 
o f administrative 
interest/concern.
□ 1 chose to participate because 
other colleagues participated.
Other reasons (please specify):
□ No expectation for attempting to use what 
was taught was communicated to me.
□ 1 was expected to try what was taught, but 1 
was not monitored.
□ 1 was expected to uy what was taught and 
my progress was monitored through 
observations and feedback.
□ 1 was expected to try what was taught and 
my progress was monitored during group 
discussions or individual conferences.
□ I was expected to teach to others what I 
learned.
□ f }  no extent (1 did not trv what was taught □No follow-up or assistance 
was provided 
□Observation of teacher(s) by 
administrators 
□Peer coaching 
□Discussion groups 
□Reflective journals 
□ Portfolios or collections of 
' artifacts exhibiting 
implementation attempts
□ YES □ NO
□ Achievement tests
□ Teacher made tests
□ Students'grades
□  Classroom observations
□ Teacher surveys
□ Parent's surveys
□  Other (Please explain):
□  Workshop
□ Conference
□  Graduate classes
□ Curriculum development
□ Assessment development
□ Individual professional 
development plan/portfolio
□ A school improvement 
initiative.
□  Professional book talk
□  Action research
□ Observations o f teachers, 
classrooms, or school
Other experiences (Please
specify):
for 1 did not think it would apply.
□  To little extent (1 tried what was tauaht once 
or twice but did not think it worked well in 
my classroom, so 1 stopped).
□ To some extent (1 tried what was tauaht 
several times and still use what was taught 
from time-to-time).
□  To tre a t extent (I tried what was tauaht 
many times and 1 made adaptations that 
permanently changed the way I do things in 
my classroom).
T opic : 0  1995-96 
0  1996-97 
0  1997-98
0  1998-99
□ Attendance was mandatory.
□ 1 chose to participate in this 
initiative because 1 was 
interested in it.
0 1  chose to participate because
1 need improvement
□ 1 chose to participate because 
my students need 
improvement.
□  1 chose to participate because 
of administrative 
interest/concern.
□ 1 chose to participate because 
other colleagues participated.
Other reasons (please specify):
□ No expectation for attempting to use what 
was taught was communicated to me.
□ I was expected to try what was taught, but 1 
was not monitored.
D I was expected to try what was taught and
my progress was monitored through 
observations and feedback.
□ 1 was expected to try what was taught and 
my progress was monitored during group 
discussions or individual conferences.
□  1 was expected to teach to others what 1 
learned.
□ To no extent (I did not trv what was tauaht 
for 1 did not think it would apply.
□  To  little extent (I tried what was tauaht once 
or twice but did not think it worked well in
my classroom, so I stopped).
□ To some extent (1 tried what was tauaht 
several limes and still use what was taught 
from time-to-time).
n  To ereat extent fl tried what was tauaht 
many times and I made adaptations that 
permanently changed the way I do things in 
my classroom).
□No follow-up or assistance 
was provided 
□Observation of tcachcr(s) by 
administrators
□Peer coaching 
□Discussion groups 
□ Reflective journals 
□Ponfolios or collections of 
artifacts exhibiting 
implementation attempts
□ YES □ NO
□ Achievement tests
□  Teacher made tests
□  Students'grades
□ Classroom observations
□  Teacher surveys
□  Parent's surveys
□ Other (Please explain):
□  Workshop
Q Conference
□ Graduate classes
□ Curriculum development
□  Assessment development
□  Individual professional 
development plan/portfolio
□ A school improvement 
initiative.
□  Professional book talk
0  Action research
□ Observations of teachers, 
classrooms, or school
Other experiences (Please
specify)
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COLUMN A 
Description of Initiative
COLUMN B 
Year 
(Check One)
COLUMN C 
Why did you participate in 
this initiative? (Check the 
one that applies BEST)
COLUMN D 
Which of the following statements describes 
how your attempts to use the targeted 
knowledge, skills, or processes were 
monitored?
(Check all that apply)
COLUMN E 
Check ONE of the following statements that 
BEST describes the extent to which you 
bdieve the Initiative changed your classroom 
practices.
COLUMN F 
What kind of assistance or 
follow-up were you provided 
while attempting new 
strategies o r content learned 
through this initiative? 
(Check one)
COLUMN G 
Was there a plan to examine 
how student achievement was 
impacted by this Initiative? If 
YES, check what was used to 
examine the Impact on 
students.
Topic: □ 1995-96
□ 1996-97 
0  1997-98
□ 1998-99
□ Attendance was mandatory.
□ I chose to participate in this 
initiative because I was 
interested in it.
□ 1 chose to participate because 
1 need improvement.
□ 1 chose to participate because 
my students need 
improvement.
□ 1 chose to participate because 
of administrative 
interest/concern.
□ 1 chose to participate because 
other colleagues participated.
Other reasons (please specify):
□ No expectation for attempting to use what 
was taught was communicated to me.
□  1 was expected to try what was taught, but 1 
was not monitored.
□ I was expected to try what was taught and 
my progress was monitored through 
observations and feedback.
□ 1 was expected to try what was taught and 
my progress was monitored during group 
discussions or individual conferences.
□  1 was expected to teach to others what 1 
learned.
□ T q np gx|en( (1 did not try what was taught □ No follow-up or assistance 
was provided
□Observation of teacherfs) by 
administrators
□ Peer coaching 
□Discussion groups 
□Reflective journals 
□Ponfolios or collections of
artifacts exhibiting 
implementation attempts
0  YES □ NO
0  Achievement tests
□ Teacher made tests
□  Students'grades
□  Classroom observations
□ Teacher surveys
□ Parent's surveys
□ Other (Please explain):
□  Workshop
□ Conference
□ Graduate classes
□ Curriculum development
□ Assessment development
□ Individual professional 
development plan/portfolio
□ A school improvement 
initiative.
□  Professional book talk
□ Action research
□ Observations of teachers, 
classrooms, or school
Other experiences (Please
specify):
for 1 did not think it would apply.
□  To little extent fl tried what was tauaht once 
or twice but did not think it worked well in 
my classroom, so 1 stopped).
□  To some extent 11 tried what was tauaht 
several times and still use what was taught 
from time-to-time).
□  To ereat extent 11 tried what was tauaht 
many times and 1 made adaptations that 
permanently changed the way 1 do things in 
my classroom).
T opic : □ 1995-96 
D 1996-97 
D 1997-98
0  1998-99
□ Attendance was mandatory.
□ 1 chose to participate in this 
initiative because I was 
interested in it.
□  I chose to participate because 
I need improvement.
□  I chose to participate because 
my students need 
improvement.
□  1 chose to participate because 
of administrative 
interest/concern.
□ 1 chose to participate because 
other colleagues participated.
Other reasons (please specify):
□ No expectation for attempting to use what 
was taught was communicated to me.
□ 1 was expected to try what was taught, but 1 
was not monitored.
□  1 was expected to try what was taught and
my progress was monitored through 
observations and feedback.
□ 1 was expected to try what was taught and 
my progress was monitored during group 
discussions or individual conferences.
□  I was expected to teach to others what 1 
learned.
□ To no extent 11 did not trv what was tauaht 
for 1 did not think it would apply.
□ To little extent 11 tried what was tauaht once 
or twice but did not think it worked well in
my classroom, so 1 slopped).
□ To some extent 11 tried what was tauaht 
several times and still use what was taught 
from time-to-time).
fl To ereat extent 11 tried what was tauaht 
many limes and I made adaptations that 
permanently changed the way 1 do things in 
my classroom).
□ No follow-up or assistance 
was provided
□Observation of leacher(s) by 
administrators 
□Peer coaching
□Discussion groups
□ Reflective journals
□ Portfolios or collections of 
artifacts exhibiting 
implementation attempts
□ YES □ NO
□ Achievement tests
□ Teacher made tests
□  Students’ grades
□ Classroom observations
□  Teacher surveys
□ Parent's surveys
□ Other (Please explain):
□  Workshop
Q Conference
□ Graduate classes
□ Curriculum development
□ Assessment development□  Individual professional 
development plan/portfolio
□  A school improvement 
initiative.
□  Professional book talk
□ Action research
□  Observations of teachers, 
classrooms, or school
Other experiences (Please
specify)
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COLUMN A 
Description of initiative
COLUMN B 
Year 
(Check One)
COLUMN C 
Why did you participate in 
this initiative? (Check the 
one that applies BEST)
COLUMN D 
Which of the following statements describes 
how your attempts to use the targeted 
knowledge, skills, or processes were 
monitored?
(Check all that apply)
COLUMN E 
Check ONE of the following statements that 
BEST describes the extent to which you 
believe the initiative changed your classroom 
practices.
COLUMN F 
W hat kind of assistance or 
follow-up were you provided 
while attempting new 
strategies or content learned 
through this initiative? 
(Check one)
COLUMN G 
Was there a plan to examine 
how student achievement was 
impacted by this initiative? If 
YES, check what was used to 
examine the impact on 
students.
Tonic: 0  1995-96 
□ 1996-97 
D 1997-98 
0  1998-99
□ Attendance was mandatory.
□ 1 chose to participate in this 
initiative because 1 was 
interested in it.
□ I chose to participate because 
1 need improvement.
□ 1 chose to participate because 
my students need 
improvement.
□ 1 chose to participate because 
of administrative 
interest/concern.
□ 1 chose to participate because 
other colleagues participated.
Other reasons (please specify):
□ No expectation for attempting to use what 
was taught was communicated to me.
□ 1 was expected to try what was taught, but 1 
was not monitored.
□ 1 was expected to try what was taught and 
my progress was monitored through 
observations and feedback.
□ 1 was expected to try what was taught and 
my progress was monitored during group 
discussions or individual conferences.
□  I was expected to teach to others what 1 
learned.
□ To no extent (I did not try what was taught □No follow-up or assistance 
was provided 
□ Observation of teacher(s) by 
administrators 
□Peer coaching 
□Discussion groups 
□Reflective journals 
□Portfolios or collections of 
artifacts exhibiting 
implementation attempts
□ YES □ NO
□ Achievement tests
□ Teacher made tests
□  Students'grades
□ Classroom observations
□ Teacher surveys
□ Parent’s surveys
□ Other (Please explain):
□ Workshop
□ Conference
□ Graduate classes
□ Curriculum development
□ Assessment development
□ Individual professional 
development plan/portfolio
□ A school improvement 
initiative.
□ Professional book talk
□ Action research
□ Observations of teachers, 
classrooms, or school
Other experiences (Please
specify):
for 1 did not think it would apply.
□ To little extent (1 tried what was tauaht once 
or twice but did not think it worked well in 
my classroom, so 1 stopped).
□ To some extent fl tried what was tauaht 
several times and still use what was taught 
from time-to-time).
□  To ereat extent (I tried what was taueht 
many limes and 1 made adaptations that 
permanently changed the way 1 do things in 
my classroom).
H. What are FIVE factors or conditions that influence whether you change your classroom practices after participating in a professional development initiative?
1.
2.
3.
4.
5.
U>to
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I. W hat do you believe a re  m ost im portan t steps th a t w ere taken a t  your school to increase s tuden t achievem ent?
J .  T o w hat extent do you believe th a t professional developm ent has influenced the increase in s tuden t achievem ent a t yo u r school? 
□ Tonoexient □ To little extent □ To some extent □ To great extent
Please explain why you responded as you did:
to
to
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Principals’ Interviews 
Level I Analysis
Question School Sample Responses
5 .  D e s c r i b e  w h a t  h a s  
b e e n  d o n e  to  
in c r e a s e  s t u d e n t  
a c h i e v e m e n t  a t  
y o u r  s c h o o l .
C le a r y •  “ I k n e w  w h e n  I c a m e  in  w e  w e r e  s o m e w h e r e  a lo n g  th e  c o n t in u u m  o f  
c h a n g e . .  .O n e ,  I th o u g h t  w e  h a d  t o  r e n e w  o u r s e l v e s  a s  a  s t a f f . ”
•  “ S o  in  th a t  c o n t e x t ,  th e  First t h in g  I d id ,  a n d  I th in k  th is  i s  w h e r e  th e  
c h a n g e  p r o c e s s  s ta r te d  in  m y  p r i n c ip a l s h ip ,  w a s  l o o k  a t  t h e  s t a f f  that  
e x i s t e d  a n d  u s e  t h e ir  k n o w le d g e  o f  w h o  I w a s  in  t e r m s  o f  I th in k  m y  
p a s s i o n s  w h ic h  t h e y  k n e w  w a s  d e f i n i t e l y  in  t h e  a r e a  o f  l i t e r a c y  
d e v e l o p m e n t  a n d  a l s o  in  t e r m s  o f  h o w  h a r d  I w a s  g o i n g  t o  w o r k  at tha t  
a s  a n  in d i v id u a l .”
•  “ S e v e n  y e a r s  la t e r  I h a v e  h ir e d  a l m o s t  e v e r y  p e r s o n  in  t h is  b u i ld in g .  
A n d  I r e a l ly  m e a n  th a t in  a  v e r y  p o s i t i v e  s e n s e  th a t  I r e a l ly  l o o k e d  at 
t h e  s t a f f  a n d  g i v e n  th e m  th e  o p p o r t u n i t y  t o  d e c i d e  h o w  h a r d  th e y  
w a n t e d  t o  w o r k  a n d  w h e th e r  t h e y  w e r e  c o m m i t t e d  to  m a k in g  th is  a  
s u c c e s s f u l  s c h o o l . ”
•  “T h e  n e x t  t h in g  w e  lo o k e d  a t , th a t  I f e l t  s t r o n g l y  a b o u t ,  w a s  th a t  w e  h a d  
a  p r e t ty  w e l l  d i s c ip l in e d  s c h o o l . ”
•  “ T h e n  I l o o k e d  a t  w h a t  w e  w e r e  e x p e c t i n g .  A n d  I th in k  th a t  w a s — I s t i l l  
d e s c r i b e  a  3 - y e a r  c o n v e r s a t io n  w it h  th e  s t a f f . . . s o  I th in k  th a t  th e  th ird  
o n e  w a s  s ta n d a r d s  a n d  e x p e c t a t io n s .”
K e a t s •  “ W e l l ,  f ir s t  o f  a l l ,  I w a s  fo r tu n a t e ,  a s  I ’v e  s h a r e d  w ith  y o u ,  t o  h a v e  a  
g o o d  g r o u p  o f  s t a f f  m e m b e r .”
•  ‘T h e  f ir s t  t h in g  w e  d id  w a s  e x a m i n e  o u r  p h i l o s o p h y  a s  a  to ta l  f a c u l t y . . .  
I t h in k  w h a t  w e  fo u n d  w a s  t h e  s t a t e m e n t  n e e d e d  v e r y  l i t t l e  F ine tu n in g ,  
b u t  t h in k in g  a b o u t  it. B u t  h o w  d o e s ,  w h a t  d o  w e  r e a l ly  b e l i e v e  in  an d  
t h e n  a r e  w e  p r a c t ic in g  w h a t  w e  a r e  s a y i n g .”
•  “ Y o u  k n o w  t h e r e  a r e  s e v e r a l  k in d s  o f  t h in g s .  I th in k  th a t  it  i s  im p o r ta n t  
t o  r e c o g n i z e  s t a f f  d e v e lo p m e n t .”
•  “ A n d  I f e l t  i f  w e  w e r e  g o in g  to  b e  s u c c e s s f u l ,  w e  m u s t  r e d u c e  th e  
m o b i l i t y  fa c to r .  S o  tha t w a s  o n e  o f  m y  g o a l s . ”
•  “ I h a v e  t o  h ig h t l ig h t  a  h ard  w o r k in g  f a c u l t y .  T h e y  a r e  a v id  g r a n t  
w r it e r s .  T h e y  a r e  s u c c e s s f u l  w r i t e r s  a n d  t h e y  g e t  a w a r d s .  W e  h a v e  n o  
d i f f i c u l t y  g e t t in g  th e m  to  a t te n d  p r o f e s s i o n a l  d e v e l o p m e n t  o p p o r tu n it ie s  
t h a t  t h e y  w o r k  in .”
•  “ S o  w e  h a v e  s t a t e ,  C P S , a n d  th e n  w h a t  y o u  h a v e  h e r e  a t  K e a t s .  W e  
h a v e  d o n e  th is  ( d e v e lo p e d  c u r r ic u lu m )  in  e v e r y  a r e a  o f  t h e  c u r r ic u lu m .”
Sendak •  “ I r e d u c e d  c l a s s  s i z e — 1 ,2 , &  3  h a v e  a r o u n d  2 0 . ”
•  “ W e  e m p h a s iz e d  h o m e w o r k  a n d  g a v e  l sl, 2 nd, a n d  3 rd g r a d e  s tu d e n ts  
h o m e w o r k  f o l d e r s .”
•  “ I m o v e d  g r a d e  l e v e l  c la s s e s  s o  t h e y  w e r e  t o g e t h e r ,”
•  ‘T h e n  l e n g t h e n e d  th e  r e a d in g  t i m e  f o r  a l l  c l a s s e s  s o  th a t  t h e r e  w a s  1 2 0  
m in u t e s  fo r  p r im a r y  an d  1 0 0  fo r  in t e r m e d ia t e  a n d  u p p e r . T h e r e  a re  to  
b e  n o  in te r r u p t io n s  d u r in g  t h is  t im e .  I a m  t h e  w a t c h d o g  o f  r e a d in g  
t i m e . ”
•  “ I t ’s  w r it te n  in  o u r  s c h o o l  im p r o v e m e n t  p la n .  T h e r e  a r e  s e v e r a l  w a y s  o f  
d o i n g  s t a f f  d e v e lo p m e n t .”
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6 .  H o w  h a s  d a ta  b e e n  
u s e d  a t  y o u r  
s c h o o l ?
C lea ry ' •  “ I th in k  i t ’s  c h a n g e d  o v e r  t im e .  I t h in k  in i t i a l l y  w e  p r o b a b ly  d id  n o t  u s e  
d a ta  to  t o o  h ig h  a  d e g r e e .  W h a t  w e  d i d  w a s  lo o k  a t  th e  I T B S  s c o r e s  
w h e n  t h e y  c a m e  o u t ,  k in d  o f  d i s m i s s e d  t h e m . . . ”
•  “ F o r m a l ly ,  in  s t a f f  d e v e lo p m e n t  m e e t in g s  w e  w o u ld  ta lk  a b o u t  w h a t  d o  
w e  e x p e c t  o u r  c h i ld r e n  to  d o .  W h a t  a r e  t h e y  d o i n g ?  H o w  d o  w e  th in k  
th a t  t h e y  a r e  r e a d in g ?  A r e  th e  t e s t  s c o r e s  r e f l e c t in g  w h a t  o u r  c h i ld r e n  
c a n  d o  o r  n o t?  D o  w e  th in k  t h e y  a r e  p r o g r e s s in g ?  W h a t  d o e s  t h e ir  w o r k  
l o o k  l ik e ?  N o w  w e  d id n ’t d o  w h a t  I w o u l d  d o  n o w .  B u t  i f  I h a d  to  d o  
th is  o v e r ,  d u r in g  th e  f ir s t  y e a r  I w a s  h e r e  I w o u ld  h a v e  h a d  t h e m  b r in g  
w o r k s  s a m p le s  th a t  w e  w o u ld  h a v e  a n a ly z e d .  I d i d n ’t d o  th a t .”
•  N o w ,  f ir s t  o f  a ll w e  a b s o lu t e ly  u s e  t h e  I S A T  s c o r e s  a n d  I T B S  t o  
p r o v id e  a  v e r y  r e a l  m e a s u r e  o f  h o w  o u r  c h i ld r e n  a r e  p e r f o r m in g ,  n o t  
o n l y  a s  a  g r o u p , v e r y  m u c h  a s  a  g r o u p ,  b u t  a l s o  in d iv id u a l ly ,  t e m p e r e d  
w ith  t e a c h e r  c o m m e n t s . . . ”
•  “ I b r o u g h t  in  o u r  tren d  a n a ly s i s  s c o r e s . . . a n d  I p u t  t h o s e  o n  o v e r h e a d s  
a n d  c a m e  in  o n e  a f te r n o o n  fo r  s t a f f  d e v e l o p m e n t  m e e t in g  a n d  p u t  it  u p  
a n d  s a id ,  ’L e t ’s ta k e  a  lo o k  a t  w h a t  w e  h a v e ’ . . . . T h e n  w e  lo o k e d  a t  th e  
s t a b le  v e r s u s  th e  n o n s ta b le  a n d  it  s t a r t e d  to  c h a n g e  th e  c o n v e r s a t io n  
b e c a u s e  a l l  o f  a  su d d e n  o n e  o f  t h e  t e a c h e r s  k in d  o f  g a s p e d  a n d  th e n  
s o m e b o d y  e l s e  g a s p e d .  I s t i l l  g e t  e m o t i o n a l .  It w a s  a n  a m a z in g  m e e t in g .  
W e  a l l  c r i e d  a t th a t  m e e t in g .”
K e a t s •  “ In  s u p p o r t  o f  o u r  p h i lo s o p h y  w o u l d  b e  t h e  w h o l e  c h i ld  s o  th a t  w e  
w o u ld  b e  lo o k in g  a t h is  w r it te n  s u b j e c t i v e  m a te r ia l ,  w e  w o u ld  b e  
l o o k in g  a t  h is  b e h a v io r , w e  w o u ld  b e  l o o k i n g  a t  h i s  s o c ia l  d e v e l o p m e n t ,  
h is  p h y s i c a l  d e v e lo p m e n t ,  r e la t io n s h ip s  w ith  k id s ,  in  a d d it io n  t o  th e  
a c a d e m i c .”
•  “ O u r  r e p o r t  c a r d s  a r e  n a r r a t iv e . O u r  r e p o r t  c a r d s  g i v e  c h i ld r e n  a n  
o p p o r t u n i t y  to  e v a lu a t e  t h e m s e l v e s .”
•  “ . . . b u t  t h e  th in g  i s ,  I w o n ’t j u s t  c a l l  t h e m  t o g e th e r .  I m e a n  th e r e  a r e  
t im e s  d u r in g  th e  y e a r  th a t y o u  d o .  F o r  e x a m p l e  w h e n  y o u  g e t  t h e  I o w a  
r e s u l t s ,  y o u  te n d  to  c o m e  t o g e t h e r  in  t w o  d i f f e r e n t  g r o u p s .  W h e n  y o u  
lo o k  a t t h e  I S A T  r e s u l t s . . . t h e r e  a r e  l o g i c a l  t im e s  t o  c o m e  t o g e t h e r  a s  
y o u  p r e p a r e  fo r  th e  su m m e r — a s  y o u  p r e p a r e  fo r  w o r k  in  te r m s  o f  
n e e d in g  a d d it io n a l  s u p p o r t  fo r  k id s .  W e  d o n ’t j u s t  s a y ,  ‘t o d a y  i s  
M o n d a y ,  I g u e s s  w e ’ ll l o o k  a t  d a ta  t o d a y .”
Sendak •  “ A t  th e  b e g in n in g  o f  th e  y e a r ,  w h e n  w e  g e t  I T B S  s c o r e s  b a c k  o n  th e  
c h i ld r e n ,  w e  lo o k  a t th a t a t  g r a d e  l e v e l s .
•  ‘T h e n  I ’ ll  h a v e  a  m e e t in g  w ith  th e  p r e v i o u s  g r a d e  l e v e l .  F o r  e x a m p l e ,  
th e  2 nd a n d  3 rd g r a d e  t e a c h e r s  w o u ld  m e e t  a n d  th e n  a n o th e r  d a y  t h e  3 rd 
a n d  4 th m e e t  s o  t h e r e ’s  o v e r la p p in g .  S o  w h a t  I h a v e  th e m  d o  is  l o o k  at  
th e  s k i l l s  a n a ly s i s  fo r  w e a k n e s s e s  in  t h o s e  c h i ld r e n .
•  ‘T h e y  l o o k e d  fo r  d e f ic i t s  a n d  th e n  p la n n e d  in s t r u c t io n .  A l s o  l o o k  fo r  
k id s  fo r  s u m m e r  s c h o o l . .”
•  “ W e  a l s o  h a v e  a  a f t e r - s c h o o l  r e a d in g  p r o g r a m  a n d  m a n d a te d  s u m m e r  
s c h o o l  f o r  s tu d e n ts  w h o  d id  m o t  m a k e  t h e  g a in s  n e e d e d  o v e r  t h e  y e a r .”
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7 .  W h a t  r o l e  d o  y o u  
th in k  p r o f e s s i o n a l  
d e v e l o p m e n t  h a s  
p la y e d  in  
i n c r e a s in g  s t u d e n t  
a c h i e v e m e n t  a t  
y o u r  s c h o o l ?
C le a r y •  “ I th in k  th a t  i t ’s  p r o b a b ly  b e e n  a  50% r o le — a  '/i a n d  Vi r o l e .  I t h in k  th a t  
Vi o f  th e  c h a n g e  i s  a t t r ib u t e d  to  r a i s e d  s ta n d a r d s  a n d  e x p e c t a t io n s .  N o w  
m a y b e  I c o u ld  s a y  th a t  s t a f f  d e v e l o p m e n t  is  m o r e  th a n  50% b e c a u s e  a  
r a is e  in  s ta n d a r d s  a n d  e x p e c t a t i o n s  a s  t h is  i s  o c c u r r in g  is  s u p p o r t e d  b y  
s t a f f  d e v e lo p m e n t .”
K e a t s •  “ W e l l ,  I d i d n ’t h a v e  t o  w o r k  w it h  th e  m a jo r ity  o f  s t a f f  m e m b e r s  I 
c o a x in g  t h e m  t o  t a k e  s t a f f  d e v e l o p m e n t .”
S e n d a k •  “ . . . b u t  th a t  th e  w a y  i t  i s  h e r e .  I t ’s  a  g e n e r a l  s h a r in g .  I t ’s  j u s t  r e la x e d  
a n d  c o m f o r t a b le .  I r e a l l y  b e l i e v e  in  p e r s o n a l  s t a f f  d e v e l o p m e n t .  
E v e r y b o d y  k n o w s  t h e ir  w e a k n e s s e s  a n d  th e ir  s t r e n g t h s  a n d  t e a c h e r s  w i l l  
g o  fo r  r e a d in g  o r  s o m e  w i l l  g o  b e c a u s e  th e y  l ik e  t h e  a r e a . A n e  y e t  t h e y  
c o m e  b a c k  e n e r g i z e d .”
4 .  W h a t  r o l e  d o e s  t h e  
p r in c ip a l  p la y  in  
p r o v id in g  e f f e c t i v e  
p r o f e s s io n a l  
d e v e l o p m e n t ?
C le a r y •  “F ir s t ,  w e  a r e  f u l l  p a r t ic ip a n t s  in  a l l  p r o f e s s io n a l  d e v e l o p m e n t .  T h e  
s t a f f  k n o w s  w e  a r e  i n t e r e s t e d .”
•  “ A l s o ,  w e  n u d g e  t h e m  in  a  c e r t a in  d ir e c t io n  s o m e t i m e s .”
•  “ W e  d o  h a v e  a  c o m m i t t e e  th a t  d e t e r m in e s  s t a f f  d e v e l o p m e n t .”
•  “ M o s t ly  s t a f f  d e v e l o p m e n t  i s  w h o l e  s c h o o l  b e c a u s e  I t h in k  th e  s e n s e  o f  
c o h e s i v e n e s s  is  m o r e  im p o r ta n t .”
•  “ W e  e x p e c t  th e  s t a f f  t o  c o n t i n u e  t o  g r o w . W e  d o n ’t p a y  s t i p e n d s  to  
t e a c h e r s .”
•  ‘T h e  m o s t  im p o r ta n t  r o l e  I h a v e  i s  a s  in s t r u c t io n a l  l e a d e r .”
•  “ P r o v id e  r e s tr u c tu r e d  d a y .”
K e a t s •  “ I d o n ’t s m o t h e r  it o r  c r e a t e  o b s t a c l e s  th a t g e t  in  t h e ir  w a y  o f  s t a f f  
d e v e lo p m e n t ,  s o  it i s  a  l i t t l e  b i t  d i f f e r e n t .”
•  “ S o  o n e  o f  th e  t h in g s  I t r y  t o  d o  i s  to  p a y  th e  t e a c h e r s  t h e ir  h o u r ly  
s a la r y .”
•  W e l l ,  o n e  o f  th e  t h in g s  I s e e  a s  im p o r ta n t  is  th a t  I h a v e  t o  c o m m u n i c a t e  
to  th e  s t a f f  w h a t  I s e n s e  a r e  p r io r i t ie s  to  m e .”
•  " M a k e  t im e  fo r  u s  t o  c o m m u n i c a t e  w ith  e a c h  o t h e r .”
•  “ W e  h a v e  p r o f e s s io n a l  d e v e l o p m e n t  a b o u t  Vi d a y  p e r  m o n t h . W e  b a n k  
o u r  m in u t e s  a t lu n c h - t im e .  W e ’r e  o n  a  r e s tr u c tu r e d  d a y .”
•  “  T h e  o n e  t h in g  th a t  i s  im p o r ta n t  i s  to  n o t  o v e r - s c h e d u le .  S o m e t i m e s  
th e r e  is  c h o i c e . ”
S e n d a k •  “ N o ,  I d o n ’t d o  f o r m a l .”
•  Y e s ,  t h a t ’s  r ig h t . Y o u  h a v e  t o  b a k  1 7 0  m in u te s  a n d  w h e n  y o u  r e a c h  1 7 0  
m in u te s  y o u  c a n  d i s m i s s  y o u r  c h i ld r e n .”  I d o  F r id a y ’s  [ s t a f f  
d e v e lo p m e n t ]  b e c a u s e  it  w o u ld  b e  t o o  h ard  fo r  m y  p a r e n t s  to  
r e m e m b e r ,”
•  “ S o  I r e a l ly  d o  h a v e  a  s t a f f  th a t  r e a l ly  l ik e s  to  le a r n . I d o n ’ t h a v e  to  
f o r c e  s t a f f  d e v e l o p m e n t  d o w n  t h e ir  th r o a ts . I e n c o u r a g e — “
•  “ I h a v e  a  f o ld e r  w ith  in f o r m a t io n  a b o u t  d i f f e r e n c e  c o n f e r e n c e  
in fo r m a t io n  th a t  c o m e s  in . ”
•  “ I a l l o w  t h e m  t o  s e l e c t . ”
•  ‘T h i s  i s  u n h e a r d  o f  t h in g  in  ( d i s t r i c t )  b e c a u s e  a il  t h e  s c h o o l s  d o n ’ t d o  it . 
I p a y  fo r  a  s u b s t i t u te  f o r  a  m a x im u m  o f  th r e e  d a y s  a n d  u p  to  $ 2 7 5  fo r  
c o n f e r e n c e s .”
•  “ W e  h a v e  g r a d e  l e v e l  m e e t in g s  w e e k l y . . . t h e y  m e e t  o n c e  a  w e e k  a n d  
th e n  t h e y  d i s c u s s  w h e t h e r  t h e y ’ v e  b e e n  to  a  c o n f e r e n c e .”
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5 .  W h a t  d o  y o u  th in k  
m a k e s  p r o f e s s i o n a l  
d e v e l o p m e n t  
w o r t h w h i le  to  
t e a c h e r s ?  ( N O T E :  
T h is  q u e s t i o n  w a s  
a s k e d  a s  i f  p a r t  o f  
q u e s t i o n  7 )
C le a r y •  “ I f  t e a c h e r s  s e e  a  n e e d .  B u t  s o m e t i m e s  it i s  m y  j o b  to  h e l p  t e a c h e r s  s e e  
a  n e e d . S t a f f  d e v e l o p m e n t  e v o l v e s  o u t  o f  t h e  s c h o o l  im p r o v e m e n t  
p la n .”
K e a t s •  “ It h a s  to  h a v e  m e r i t .  It h a s  t o  h a v e  v a lu e . A n d  i f  i t  i s n ’ t w o r k in g  fo r  
th e m  th e y  h a v e  t o  h a v e  t h e  l i c e n s e  t o  s a y  it  i s n ’t w o r k i n g .”
S e n d a k •  ‘T h e y  h a v e  to  b e  r e a d y  a n d  o p e n . ”
6 .  H o w  d o  y o u
d e t e r m in e  w h e t h e r  
a  p r o f e s s io n a l  
d e v e l o p m e n t  
in i t i a t iv e  h a s  b e e n  
e f f e c t i v e ?
C le a r y •  “ B y  h o w  m u c h  it  is  i m p l e m e n t e d  in  th e  c l a s s r o o m .  I t ’s  m o s t l y  im p l ic i t  
a n d  s o m e t im e s  t h e r e  i s  f o r m a l  f o l lo w - u p .  W e ’ re  c o n s t a n t ly  l o o k i n g  fo r  
m e s s a g e s  o f  t r a n s f e r - fo r m a l  a n d  in fo r m a l? ”
K e a t s •  “ S o m e t im e s  th e  f a c u l t y  t e l l s  m e .  S o m e t im e s  I s e n s e  it. S o m e t i m e s  fr o m  
p a r e n ts . I a l s o  h e a r  f r o m  t e a c h e r s  t h e y  w o u ld  l ik e  m o r e  o f  it  a n d  w h e r e  
c a n  I g e t  th e  f u n d s .”
S e n d a k •  “ I ’v e  s e t  u p  a  s c h e d u l e  s u c h  t h a t  a l l  o f  fo r  e x a m p l e ,  th e  t h ir d  g r a d e  
t e a c h e r s  h a v e  a  c o m m o n  p r e p  p e r io d  a n d  t h e y  m e e t  o n c e  a  w e e k  a n d  
th e n  th e y  d i s c u s s  w h e t h e r  t h e y ’ v e  b e e n  to  a  c o n f e r e n c e .”
7 .  W h a t  d o  y o u  t h in k  
a r e  c o n d i t i o n s  th a t  
s u p p o r t  t e a c h e r s ’ 
a b i l i t y  t o  c h a n g e  
c l a s s r o o m  p r a c t i c e s  
a s  t h e  r e s u l t  o f  a  
p r o f e s s io n a l  
d e v e l o p m e n t  
in i t ia t iv e ?
C le a r y •  “ I f  t e a c h e r s  a r e  p a r t ic ip a n t s  a n d  p r e s e n te r  a n d  s t a f f  d e v e l o p  e a c h  o t h e r  
it  h e lp s .”
•  “T h e  o p p o r tu n it y  t o  t a k e  r is k s  a n d  c r e a t in g  t h e  n e e d .”
•  ‘T h e r e  h a s  to  b e  a  v a l u i n g  o f  c o l l e a g u e s  a n d  t h e  d e s i g n  o f  th e  
c la s s r o o m  in  m in d .”
•  “ I f  t e a c h e r s  c o m e  a w a y  w ith  id e a s  fr o m  e a c h  o t h e r .”
•  ‘T h e r e  s h o u ld  b e  c o l l a b o r a t io n  d u r in g  p r o f e s s io n a l  d e v e l o p m e n t . ”
•  “ W h e n  t e a c h e r s  a r e  p a r t  o f  d e c i s io n - m a k in g ,  it  m a k e s  a  d i f f e r e n c e . ”
•  “ A l s o ,  c e le b r a t io n  a s  p a r t  o f  p r o f e s s io n a l  d e v e l o p m e n t .  W h e n  y o u  
c e le b r a t e  y o u  s h o w  y o u r  s t a f f  a n d  s tu d e n ts  th a t  y o u  v a l u e  w h a t  t h e y  a r e  
d o in g .”
K e a t s •  “ I th in k  th e  t e a c h e r s  h a v e  to  h a v e  f l e x i b i l i t y . . . a n d  I t h in k  th a t  
s o m e t im e s  p r in c ip a ls  c a n  b e  s o  d a m n  r ig id  w it h  t e a c h e r s  t h a t  w e  d o n ’t 
g i v e  th e m  l i c e n s e  a s  i n d i v id u a l s .”
•  “ I s e e  m y  j o b  p a r t ly  t o  s t i c k  u p  a  b a r r ic a d e  to  p r o t e c t  t e a c h e r s .”
•  ‘T h e  le a d e r s h ip - I  t h in k  i t ’s  im p o r ta n t  th a t b o th  th e  p r in c ip a l  a n d  
p a r e n ts  r e c o g n i z e  t h e  l e a d e r s h ip  th a t  e x i s t s  in  t h is  b u i l d i n g .”
S e n d a k •  “ I th in k  m o r e  in f o r m a l  m e t h o d s  m a k e  a  g r e a t e r  d i f f e r e n c e .”
•  “ W ith  m a n d a te d , s h e ’s  j u s t  p u t t in g  in  t im e .”
•  “ I n d iv id u a l iz e d .”
•  ‘T r u s t ”
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Appendix G
Listing of Teachers’ Responses to Question about Conditions for Change
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Cleary’s Factors or Conditions that Influence Change
Teacher Condition
B 1/5 If it applies to my grade level.
B 1/5 Exciting and challenging.
B l/5  School wide participation.
B l/5  Involvement of parents.
B I/5  I try everything at least one time and if it fails, I just w on’t use
B5/5 Does it apply to my grade level?
B5/5 Is it something my students will enjoy?
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B5/5 Do I have the resources in my classroom?
B5/5 Does it meet state goals or can it be applied to state goals?
B5/5 Will be able to assess and evaluate student achievement?
B6/5 Ease of implementation
B6/5 Personal interest/ interest of staff as a whole.
B6/5 Better program than I am currently using.
B6/5 Administrative pressure.
B6/5 Excitement over topic.
B7/5 Staff development (often we learn new techniques from other teachers’
experiences)
B7/5 Different and on regular basis, conferences and exchange of ideas among
teachers.
B7/5 Regular review o f our latest techniques on Lang. Arts, science, etc.
B7/5 The formation of committees to meet certain criteria on teachers professionalism
and ethics.
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B7/5 Teachers analyzing of test data.
B8/5 I choose the things that I like and think will make a difference in the lives of my
students (interest).
B8/5 I make prescriptive decisions about the children in my class. I know every
initiative won’t work with every child.
B8/5 If my colleagues are trying something new, it is easier and more fun. It’s great
to have others to talk to when trying something new.
B8/5 If I have to teach someone else or present the information, it makes me follow
through.
B8/5 If I like the person sharing the information (a real teacher) and I think the person
is in touch with children— I am more likely to try something new or different.
B 11/5 Will my students benefit?
B 11/5 Can this be realistically done?
B 11/5 Do I have the materials or supplies needed?
B 11/5 Does this practice touch on a variety of learning styles?
B 11/5 Are there small goals that enable multiple successes?
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B 12/5 W hether it fits my personality
B12/5 Resources
B12/5 How much change will I see over time?
B12/5 My personal budget—can I afford it without administrative support?
B12/5 Time
B13/5 Personal interest and initiative.
B13/5 Professional development from in-house experts
B 13/5 Administrative support (monetary and physical)
B13/5 Whole-school participation.
B13/5 Based on most current research/grounded in research.
B14/5 Gut reaction to whether I think it will work.
B14/5 Try it with students to see if they can grasp how to do it.
B 14/5 If they can do it, is there any benefit for students.. .are the using or/and are they
getting the idea.
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B14/5
B14/5
B16/5
B16/5
B16/5
B16/5
B16/5
B17/5
B17/5
B17/5
B17/5
B17/5
333
“Practicalness” ex. have a workshop on computers and then do not have one in 
my classroom.
Time factor...since I basically see students 40 to 80 minutes a day, how much 
time will this take?
Beliefs about best practice
Topic of professional development
Degree of impact I think the initiative will have on student learning.
Research to back up the initiative.
How well the initiative was packaged/presented.
See it modeled by other teachers.
Expectation by the administrators
Best practice
Current research
Personal weak area— need new strategy for improvement.
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B 18/5 If I like what was presented and actually have faith in it/believe that it will be
beneficial for my students.
B 18/5 If I see that it is something new that I haven’t been doing but my students need
it.
B 18/5 If I know that it is part o f a school-wide push (initiative).
B 18/5 If there are materials given to try out with the students.
B 18/5 If I come away with a feeling of confidence that I have learned what was
presented.
B19/5 Student behavior
B19/5 Relevancy
B19/5 Does it tie in with my curriculum?
B19/5 Is it workable?
B 19/5 Will it be helpful to my students?
B20/5 Great ideas
B20/5 Guidance
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B20/5 Foreseeable outcomes.
B20/5 Examples of student achievement from workshops.
B20/5 The material will excite myself and the students.
B22/5 Whether or not I felt it was appropriate for my class.
B22/5 Research was conducted on newly learned information.
B22/5 Ease of implementation.
B22/5 My interest in the information.
B22/5 Whether or not my administration supports this change.
B23/0 Not applicable (Counselor)
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Teacher
N l/5
N l/5
N l/5
N l/5
N l/5
N2/3
N2/3
Keats’s Factors or Conditions that Influence Change
Condition 
Needs of present student population.
Support of administration 
Cooperation of student community.
Observation to see if it works.
My own confidence and capability.
Relevancy to classroom needs 
Materials available
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N2/3 Manageable and realistic.
N3/5 If I feel the initiative is relevant to my teaching situation.
N3/5 Time to implement.
N3/5 Support in implementing (and feedback).
N3/5 Money to acquire the materials needed.
N3/5 Consistent with my philosophy.
N4/5 Content of development must address the need of students.
N4/5 Content of development must be grade level appropriate.
N4/5 Content must be adaptable to curriculum goals.
N4/5 The demands of the changes offered by professional development must be
plausible.
N4/5 Presentation of development must be engaging and linked to the improvement of
myself and students.
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N5/4 I need to see and try how to do it. Hands-on, not just talking.
N5/4 I need to try it out.
N5/4 I need to be able to adapt it or see how it applies to my classroom.
N5/4 I need to see/understand value.
N6/5 When presentation is hands-on.
N6/5 Use of manipulatives.
N6/5 Population of class.
N6/5 Support of administration.
N6/5 Motivational aspect.
N7/3 Adaptability of info into classroom.
N7/3 Quality of the presenter— did he/she challenge my ways of thinking.
N7/3 Materials available to implement program.
N8/5 If it fits with the curriculum.
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N8/5 If the activity is hands on captures students attention and imagination.
N8/5 How long does it take to implement?
N8/5 If I receive any feedback.
N8/5 If certain materials will be provided or funded.
N9/5 Professional development must fit with your own educational philosophy.
N9/5 It must be addressing a specific need that is important to you (internal
motivation).
N9/5 The presenter of the information must be persuasive, motivational, and logical.
N9/5 The new techniques must be feasible within your class setting.
N9/5 Continued involvement offered.
N10/5 My interest in the topic (do not make me attend something I do not need to help
my students or my professional growth).
N10/5 Common sense/practicality.
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N10/5 Accessibility o f materials.
N10/5 Adaptability to different groups/addresses my educational philosophy.
N10/5 Support in the classroom
N14/3 Is the information applicable to what I’m doing with the students?
N14/3 Do I have the time and materials?
N14/3 Was I really motivated?
N15/5 Topics that are related directly to the development of library collection.
N15/5 Topics have to address my philosophy of how library services impact upon
student learning.
N15/5 Topic has to be practical.
N15/5 Topic has to be realistically related to need of my school.
N15/5 Presenter has to be intelligent— concept oriented and well versed in the
feasibility of the concept being put to use.
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N16/5 Relates to the needs of the students.
N16/5 Personal motivation not administrative direction.
N16/5 Offers alternative styles o f learning.
N16/5 Unique approach to human potential.
N16/5 Time in the classroom.
N17/5 Information is relevant to students’ progress.
N17/5 If after attending development, I have a clear understanding of objectives, then I
am able to use practices in my classroom.
N17/5 Sufficient time to develop plans.
N17/5 Resources available.
N17/5 (sometimes) Motivation.
N21/5 Does the presenter instill a confidence in the application of the activity, skill,
etc., presented?
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N 21/5 Is the idea/ideas presented applicable for my students?
N21/5 Do I have the resources/materials to implement?
N21/5 Do I have the time to implement?
N21/5 Do I have the desire to implement something new?
N24/5 Dynamic and new ideas
N24/5 Closely related to and adaptations for special education.
N24/5 Needs of the students.
N24/5 My skills improved.
N24/5 Success for special ed. students.
N25/5 Hands-on ideas that pertain to my circumstance (grade level, students)
N25/5 Growth in general education strategies (I am a Sp. Ed. Specialist)
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N25/5 Availability of a contact or follow-up resource.
N25/5 Funds to purchase necessary materials and curriculum to try.
N25/5 Time in class.
N26/5 Follow-up support and feedback.
N26/5 Age appropriate strategies.
N26/5 Content must relate to curriculum.
N26/5 Content must be interesting, exciting, and new.
N26/5 Presenter should relate theory to practice.
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Sendak’s Factors or Conditions that Influence Change 
Teacher Condition
R l/2  Do I feel the need to improve my teaching practices in that area?
R l/2  Will the students better understand something if I use these practices
R2/3 If what I’ve learned was successful in the classroom
R2/3 If it’s mandatory from Board/Administration
R2/3 If it was something I felt comfortable and interested in teaching.
5R3/5 Its applicability to my individual situation.
R3/5 My personal disposition and interest.
R3/5 Curricular mandates
R3/5 Administrative concerns and suggestions
R3/5 Student interests
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R4/5 My interest in the topic
R4/5 How it pertains to what I am teaching
R4/5 Appropriateness for my students’ age level
R4/5 If it was mandated by the Board of Education
R4/5 Cooperativeness of the students.
R5/5 Curriculum development
R5/5 Computer in the classroom
R5/5 Writing competition
R5/5 Daily reading and writing journal
R5/5 Daily reading to students by teacher.
R6/5 Value of the information
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R6/5 Effective presentation of the information
R6/5 How current is the information
R6/5 Do I already know what I’ve been taught?
R6/5 Will it work with my group?
R7/5 If the professional development applies to some need I have or situation in my
room
R7/5 If I have the time to implement it.
R7/5 If I am monitored by others (teachers or administrators)
R7/5 If I have seen it as successful
R7/5 If it is “possible” for me to implement given time and constraints.
R8/4 I am interested in what was taught
R8/4 I believe the students will benefit
R8/4 I am required to do so
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R8/4 I have materials necessary
R9/4 Classroom integration
R9/4 Time constraints
R9/4 Teacher’s comfort level with initiative
R9/4 Student’s rate o f understanding of the initiative
R10/4 If the initiative relates to 4lh grade or the grade I am teaching.
R10/4 If other faculty members have bee successful at this.
R10/4 When the Board of Education mandates new procedure.
R10/4 If the workshop motivated me so I could also pass it on to my students.
R 11/4 Administrative observations
R 11/4 Slow learners that need help
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R 1 1/4 Expectations of administrator
R 1 1/4 Classroom observations
R12/4 A specific need wither strength or weakness of student
R12/4 Further individual education
R12/4 A need that I feel for myself to be current
R12/4 Conversations with other professionals
R13/1 When material needed are provided?
R14/5 Materials are provided that are easily adapted to the classroom.
R14/5 Material is relevant to classroom instruction
R14/5 Material is innovative
R14/5 Presenter indicates success.
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R14/5 Presenter and materials are well organized.
R15/5 Instruction curricula
R15/5 Read, write well
R15/5 Computer interest
R15/5 Lang. Art development
R15/5 World Fair projects (Social Studies)
R16/3 The administrator requires us to participate in professional development
R16/3 The workshop will benefit the needs of my students.
R16/3 If I feel that the workshop will change the students’ learning habits.
R17/3 The workshop was beneficial in learning new skills and ideas to use in the
classroom.
R17/3 Workshop helped to motivate new ideas to pass on to the students.
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R17/3 Workshop helped to develop plan portfolio.
R18/5 When the ideas presented seem REALISTIC (in terms of being applicable to my
class)
R18/5 When the present strategies I use do not seem to be working.
R18/5 When the new idea seems like a really good one
R18/5 Being a new teacher, I’m just more prone to try new ideas and I like to hear
about them.
R18/5 When my students are showing a deficiency in certain skills and the ideas
presented address those concerns.
R19/5 If the workshop pertains to first graders, I will try to implement in classroom
R19/5 Strengths or weaknesses o f children
R19/5 The levels of my children (are some too low)
R19/5 Peer meetings to discuss level problems
R19/5 Mandatory by the Board of Ed.
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R20/3 If I’m excited about results from others that show improvement in the classroom
R20/3 If I think ideas will help my classroom improve.
R20/3 Peer conversations that help me or give me ideas.
R21/5 Need-The need for the students to improve in that particular area.
R21/5 Recognition— That I recognize that that method can work successfully in my
classroom
R21/5 Resource— The ability to financially incorporate it into my classroom
R21/5 Improvement— The ability to improve my teaching approach.
R21/5 Fun— I love teaching fun activities.
R22/3 Need for student improvement
R22/3 Finances
R22/3 Need for teacher improvement
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R23/3 My students chose to participate improvement much in the classroom.
R23/3 It helps my teaching progress.
R23/3 It helps my improvement.
R24/3 If I feel it is developmentally appropriate for my children— (if it is applicable)
R24/3 If I feel that I’m being monitored.
R24/3 If I talk to others who have tried it and get positive feedback on the success.
R25/5 A practice or idea will work in my classroom in terms of usefulness and ease of
implementation.
R25/5 A practice or idea is novel.
R25/5 A practice or idea will benefit one or more of my students.
R25/5 A practice or idea is in line with my teaching philosophy.
R25/5 I am required to change my classroom practices.
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R27/3 Information is highly motivating, novel ideas.
R27/3 Examples and concrete manipulatives are made to explain basic concepts.
R27/3 Speak presents current research to help modify instruction for individual and
small groups.
R29/5 If I found the information valuable.
R29/5 If I thought the information provided new, interesting ideas to engage students
in.
R29/5 If I was excited to share and use the information.
R29/5 If I was given money to purchase needed supplies to use ideas.
R29/5 If I thought it would make be a better teacher.
R30/4 Principal support.
R30/4 Peer support.
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R30/4 If the initiative applies to the academic and economic level o f my students.
R30/4 If the initiative helps in educating the “total child” .
R 31/5 One factor is whether it provides a better way of com m unicating ideas such as
story telling.
R 3 1/5 Whether we have the necessary equipment available such as using computers
and having students on line.
R 31/5 Another factor is having a classroom teacher teaming with my program and
planning together.
R 31/5 My being motivated to trying something new.
R 31/5 Observing students’ interest and desire to try new things.
R32/4 Successful results from other teachers who have participated.
R32/4 Time management— will it save time keeping records.
R32/4 Does it relate to my field o f teaching.
R32/4 Will it motivate students to learn a specific skill?
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R33/5 Relative to physical education.
R33/5 Support.
R33/5 High interest level.
R33/5 Supplies.
R33/5 Ability to tie it into what I want to do.
R34/5 High interest level.
R34/5 Relative to my subject area.
R34/5 Ability to tie it into what I want to do.
R34/5 Supplies.
R34/5 Support.
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R35/5 It’s applicability to the class.
R35/5 My interest and disposition to it.
R35/5 The students’ interests and motivation.
R35/5 The supplies available.
R35/5 Room teachers’ support as I go to different rooms.
R36/3 Can the information presented work with the current group of students?
R36/3 Am I excited about the content and can I convey that excitement to my students?
R36/3 Does the content coincide with the current curriculum?
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Appendix H 
My Story
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I was bom on September 1, 1950, in Salisbury, Maryland, and was named Valerie Marie 
Hastings. My parents, Marie Jane (Hill) Hastings and Glen Turpin Hastings, remind me that I 
changed their lives forever. I was the first of four daughters, all four and five years apart in age. 
Since my parents moved to Virginia when I was 9-months old, my sisters and I grew up in an 
area that was rich in history about our nation’s beginning.
My father did not have a college education and my mother only had two years of business 
college, yet my father paid college tuition for twenty straight years. For as long as I can 
remember education was important to my parents and this value has been communicated 
throughout my life. Even as a fifty-one year old -  my parents encourage my educational pursuits. 
They always wanted a graduate of William and Mary. The fact that they have a daughter who is 
pursuing a Doctorate in Education, at William and Mary, is something that they have honored by 
their actions and words. My father, who is 78 and my mother, who is 74 plan to come to my 
defense. My parents inspired me to value education, thus I made education my life’s work. I love 
learning and have wanted to advance public educational opportunities that would encourage a 
love of learning. It is not happenstance that I chose to examine three elementary schools that had 
increased student learning.
When I look back, I can see the influence that my education has had on me. I did not go 
to kindergarten and started school as the youngest first grader allowed by law to attend school. I 
still can remember how I struggled that year -  more from emotional concerns, than academic 
concerns. My first grade teacher had “problems” and was fired at the completion of my first 
grade year in school. I do not think that it is happenstance that I started off my career in 
education as a kindergarten and first grade teacher.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
359
Since those early beginnings I think I would be characterized as a good student, with a 
tendency to be stronger in the humanities than in mathematics and science. M ost o f my teachers 
probably would describe me as someone who loves words in their spoken and written forms. 
During my senior year I was tapped into the Honor Society and probably my love of the 
humanities carried me to that honor. My grades in mathematics were sufficient, but not inspiring. 
It is not happenstance that I would choose research that has a strong qualitative orientation.
When I graduated from public high school, I went to a small, private liberal arts college 
in North Carolina. St. Andrews Presbyterian College turned out to be a fortuitous choice. I have 
always been reflective and St. Andrews inspired me to seek connections that made up the fabric 
of culture. I did not take required English, history, and science courses. Instead, for four years I 
took a required interdisciplinary course called Christianity and Culture. Starting my freshman 
year, we studied the beginning of recorded history and examined the connections between art, 
geography, history, literature, music, philosophy, politics, and religion. During my sophomore 
year, we studied interactive connections during the Age of Enlightenment. In my junior year, our 
focus was on issues in modem America and emerging third world countries. Finally, during my 
senior year we worked in interdisciplinary teams to design a model city for the year 2000. As 
college seniors with different majors, we looked at trends in the arts, business, education, 
government, health care, welfare, etc., to predict life in 2000. Our teams presented and defended 
our predictions. I grew intellectually at St. Andrews, because it was a school where the world-of- 
ideas was important, especially if the learner sought to make those ideas relevant. I do not think 
it was happenstance that I collected data on schools that increased student achievement, in the 
year 2000.
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Upon graduating, I started my teaching career in a small, rural school in Moore County, 
North Carolina. A year later I started teaching in Virginia and enrolled in a masters program at 
Virginia State University, in early childhood education.
Since that time I have literally taught students of all ages -  from five year olds to fifty- 
five year olds and beyond. Through experience, I have found that all learners have basically the 
same needs: the need to be psychologically safe, the need to construct knowledge so that it is 
meaningful, the need to make information and skills relevant, and the need to be valued as a 
unique learner shaped by prior learning and experiences. It is not happenstance that I chose to 
study conditions for adult learning -  professional development.
Besides teaching, I have been an administrator at the school building, central office, and 
state department levels. From these perspectives I examined how adults resisted change and how 
some leaders inspired change in spite o f resistance.
While at the Department of Education for the Commonwealth o f Virginia, as a gifted 
program specialist, I began my first formal reflections about conditions for change In 1992 I 
developed my first rudimentary, scope-and-sequence framework about the change process. I 
describe my tenure under Dr. Spagnolo’s leadership as my “professional Camelot” because his 
administration focused on the “world o f ideas” that pertained to researched, best practices for 
children and learning. As part of this team, I worked with elementary schools to encourage 
change that was in the best interests of young learners and I became a student of the change 
process. It is not happenstance that my research targeted change in elementary schools.
Through my work at the state department I learned about political influence in education. 
What is seen as “best practice” for Democrats may not be seen as “best practice” for 
Republicans. Thus, programs implemented to promote educational excellence can be swept away 
by political persuasion. I learned that I had to be philosophically in sync with the educational
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
361
programs that I was developing and implementing and I left the department of education to 
pursue full-time doctoral studies at the College of William and Mary. Considering my parents’ 
long-stated belief that William and Mary was the ultimate university, it is not happenstance that I 
chose this university over others.
My work at the Virginia Department of Education led me to a crossroads where my 
previous experiences merged with formal education. While at the Department of Education, I 
met and worked with Dr. Robin Fogarty, Vice-President of SkyLight Training and Publishing, in 
Arlington Heights, Illinois. I was impressed with Robin’s commonsense application of research 
to provide adult learning experiences that enabled the delivery of curriculum, instruction, and 
assessments, in a more effective manner. I became interested in Dr. Fogarty’s research and 
publications on transfer. Also, through Robin’s influence, I became a professional development 
facilitator for SkyLight while I was a full-time doctoral student at William and Mary. Thus, I had 
this glorious opportunity to study change in my doctoral coursework and in the actual delivery of 
professional development. Even my graduate assistantships at William and Mary, for the School 
University Research Network, under Jan Rozzelle’s leadership, and the Center for Gifted 
Education, under Dr. Joyce Van Tassel Baska’s leadership, allowed me to examine avenues 
where professional development was used to facilitate change. I became an immersed student of 
change in all of my doctoral coursework, including curriculum development, educational 
leadership, gifted education, and quantitative and qualitative research courses. Pursuit of 
knowledge about the role o f professional development in change eventually led me to develop a 
framework entitled, Conditions that Support the Transfer o f  Training to Classroom Practice. 
This framework was presented for my oral’s comprehensive examination, in March 1997. It is 
not happenstance that I would study some aspect o f this framework for my dissertation studies.
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Upon completing my doctoral studies coursework, I was invited to work for SkyLight on 
a full-time basis. Thus, I moved to Chicago. While there, I worked once again with Dr. Spagnolo 
and he introduced me to Dr. Herbert Walberg, at the University of Illinois in Chicago. I was 
asked to explain my framework to Dr. Walberg and he suggested and championed a study in 
Chicago public schools. Thus, my study had roots that integrated work at the Virginia 
Department of Education, at William and Mary, and in Chicago. Moreover, my study was to 
merge 10 years of formal and informal study about the role of professional development in 
change. This is not happenstance.
The reader should know about one other possible influence in the results of this study. 
During the time I was collecting data in the elementary schools, I was diagnosed with breast 
cancer. For much of data collection, I would collect data in the mornings and receive radiation in 
the afternoons. When examining principal interviews, I remember what was happening to me 
physically and emotionally. When guiding the completion of the teacher surveys, I remember 
aspects of my concern and treatment. These memories were with me as I analyzed the data.
Could this have influenced the participants in my study? Yes, perhaps. Could this have 
influenced how I perceived my findings? Yes, maybe.
In the end, I do not believe that much is happenstance. I believe that all research, whether 
qualitative or quantitative, is influenced by past experiences and our perceptions.
Early in my doctoral studies, I learned about JoHari Window (Hall, 1991). The authors of 
the JoHari Window, Joseph Luft and Harry Ingham, developed “the window” as a model of 
interpersonal processes. Luft and Ingham presented the idea that there were four possible ways 
that communication could be characterized. The “Arena” was characterized when all people 
involved had pertinent information. The “Blind Spot” was characterized when something was 
known by others, but not by you. The “Facade” described times when an individual knows
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
363
something, but others do not. And the “Unknown” represents those times when no one has 
pertinent information. When one of the four dimensions is increased, the dimensions of the other 
three decrease. The optimum dimension is the “Arena” where all parties have pertinent 
information.
I believe that as a researcher, the best thing that I can do is to expand the “Arena.” Thus, I 
wrote this paper to alert others and to remind myself of possible influences in my research 
results. I also believe that perception is reality -  and that the readers’ past experience and 
perceptions will influence interpretation. I sincerely hope that I told the “stories” of the research 
participants in a way that honors what they accomplished at their schools.
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